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THE UNIVERSITY OF SAN FRANCISCO
Dissertation Abstract

Collaborative Planning and Prewriting: The Effects of Structured Peer Collaborations on
Primary-Age Students’ Writing Development
Current writing theory and curriculum frameworks suggest that primary-age
students should be taught to utilize the complete writing process. Emphasis throughout
instruction should be placed on planning and revision (California Department of
Education, 2007). However, due to an absence of research, it remains unclear whether
primary-age students are developmentally ready for formal instruction in these skills.
Consequently, the purpose of this study was to determine whether prewriting and
planning could become an internalized step of the writing process during the formative
years of learning.
A two-group, mixed methods in-depth case study design was used. The
intervention group was comprised of 23 students drawn from an intact, balanced grade 2
class from a northern California public k-2 school. The comparison group consisted of
132 students from the six additional second-grade classes at the same school. Intervention
students participated in an eight-week language arts unit in which students were taught to
compose a personal narrative using the entire writing process. Instruction emphasized
peer-assisted learning within a modified Writers’ Workshop structure. Intervention
students received explicit instruction in collaborative story planning. Students selfselected planning partners with whom they co-planned all stories. Comparison class
students received process-oriented writing instruction without specific emphasis on
collaborative planning.
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Five forms of data were collected. These included a pre, post, and maintenance
on-demand writing task; recordings of time intervention students spent planning; pre and
post student interviews; and video recordings of student discussions. To measure
students’ internal feelings during writing, the Writer Self-Perception Scale (WSPS) was
administered both pre and post treatment.
Results revealed that intervention students were far more likely to independently
plan stories than students in the comparison classes and this skill persisted overtime.
Interview responses revealed significant changes to students’ knowledge of the
importance of prewriting and planning on subsequent writing. Post interview responses
revealed students’ preference for working collaboratively during the planning stage of
the writing process. Results from the WSPS revealed that students maintained positive
self-perceptions about themselves as writers throughout the treatment. The results from
this study suggest that primary-age students may be developmentally ready to receive
formal instruction in prewriting and planning.
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CHAPTER I
THE RESEARCH PROBLEM
Statement of the Problem
As stated in the Nation’s Writing Report Card 2002, “Writing is a fundamental
skill for individuals and for civilizations” (U.S. Department of Education, 2003 p.1). In
this technologically based, electronically dependent economy, writing is the central form
of communication. One’s ability to write clearly and persuasively is a critical factor in
advancing knowledge and sharing ideas (National Commission on Writing, 2004; U.S.
Department of Education, 2008). The National Commission on Writing (2003, 2006)
stated that proficiency in writing skills is necessary if students are expected to succeed in
school, college, and life.
The early 1980s marked a fundamental shift in writing instruction across the
nation. Single-draft, on-demand writing instruction focusing on correctness gave way to
a focus on “process writing” or “process-oriented” instruction (Applebee & Langer,
2006, 2009; Cutler & Graham, 2008). This form of instruction gained national
recognition for improving students’ writing performance. Process writing refers to a
recursive process of writing including prewriting, drafting, editing, revising, and
publishing. Process-oriented instruction emphasizes “extensive prewriting activities,
multiple drafts, sharing of work with partners or small groups, and careful attention to
writing conventions before sharing with others” (Applebee & Langer, 2006 p. 23).
According to teacher reports gathered by the National Assessment of Educational
Progress (NAEP), by 1992, 71% of students were in classrooms in which teachers
reported that process writing was the central form of instruction and an additional 26% of
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students were in classrooms in which teachers used process writing to supplement more
traditional forms of instruction (Applebee & Langer, 2006, 2009).
This national focus on process-oriented instruction has continued into the 21st
century. In 2004, the National Commission for Writing Instruction held five hearings
around the United States. The purpose of the hearings was to gather consensus of what
experts in the field of writing had to say about writing performance and instruction. The
commission heard from teachers, principals, superintendents, state department of
education officials, university faculty including deans, provosts, presidents, and officers,
and staff of national education associations. Among the many summary statements of the
hearings, participants stated that: students should be taught to use the writing process to
compose a variety of writings for a variety of audiences, purposes, and occasions;
students should be required to use all the language arts including speaking, listening,
writing, reading, and thinking all at once and all together; and, teachers and students
should work collaboratively as co-inquirers and co-learners (National Commission on
Writing, 2006).
Individual state language arts frameworks have echoed this emphasis on processoriented instruction. The content standards and instructional practices for writing, as
outlined in the Reading/Language Arts Framework for California Public Schools
(California Department of Education, 2007), consistent with most states across the nation,
have required that by grade three instruction must prepare students to “write clear and
coherent sentences and paragraphs that develop a central idea” (p. 29). By this stage,
student writing should show a clear purpose and an understanding of audience. Students
should understand that writing is an iterative process involving prewriting, drafting,
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editing, revising, and post-writing. They should further understand that these processes
vary depending on intended purpose or audience. Emphasis throughout instruction of the
writing process should be placed on planning and revision (California Department of
Education, 2007).
With this long-held and seemingly universal approach to process-oriented writing
instruction, beginning as early as grade 1, as well as national endorsements of the
efficacy of this mode of instruction, it should follow that students across the nation would
be meeting state, national, and workforce demands for writing proficiency. However,
according to research studies (Graham & Perin, 2007a; Rogers & Graham, 2008; Tracy,
Reid & Graham, 2009), student achievement scores (NAEP, 2002, 2007), as well as
reports from U.S. employers (National Commission on Writing, 2004, 2005), this is not
the case. In a major policy statement, the National Commission on Writing (2003)
recommended that the amount of time devoted to writing in our schools should be
doubled.
An explanation for the lack of improvement in students’ overall writing ability
may be attributed to some key factors, including (a) a national emphasis on reading and
math achievement in response to the mandates set forth by the 2001 No Child Left
Behind Act (Applebee & Langer, 2006, 2009); (b) a lack of focus on and changes to
process-oriented instruction as a result of the effects of high-stakes, state-mandated
testing and accountability measures (Applebee & Langer, 2009; Brindley & Schneider,
2002; Higgins, Miller & Wegmann, 2006; Morris-Kindzierski, 2009; Smith, 1991;
Vogler, 2002); and (c) considerable variations in the implementation of process-oriented
instruction (Applebee & Langer, 2006). Although many of the aforementioned factors
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typically are associated with the teaching of older students (grade 3 and beyond), research
has revealed that primary-age students may not be receiving process-oriented instruction.
According to a survey given to a random sample of 178 primary teachers across
the United States (Cutler & Graham, 2008), writing instruction at the primary level is
focused heavily on the teaching of basic skills. The teaching of process writing,
specifically planning and revising strategies, are not receiving enough attention (Graham
& Perin, 2007a; Harris, Graham & Mason, 2006; Rogers & Graham, 2008; Tracy et al,
2009). As a result, novice writers are failing to undertake any form of planning at any
stage of the writing process (Sutherland & Topping, 1999; Topping, Nixon, Sutherland &
Yarrow, 2000).
To further exacerbate the problem, there is a paucity of research examining the
writing development of primary-age students. Consensus across the literature
demonstrates the benefits of prewriting and strategy instruction on writing performance
(Graham & Perin, 2007a; Rogers & Graham, 2008), however, researchers have not
measured whether primary-age students within the general population, can independently
and spontaneously prewrite and plan prior to drafting original compositions and whether
this skill persists over time.
Purpose of the Study
The first few years of a student’s formal education (kindergarten through grade 2)
are focused on the acquisition of skills to support learning. These are often referred to as
a student’s formative years. Students at this stage are essentially learning “how” to learn.
After the primary years, the focus of instruction shifts from the acquisition of skills to
content-based instruction. Research reveals a strong relationship between early literacy
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skills and later achievement and as such providing effective writing instruction to young
and novice writers should equip them with the skills and strategies necessary to meet the
writing demands in higher grades (Tracy et al., 2009). The purpose of this study was to
determine whether prewriting and planning could become an internalized step of the
writing process during the formative years of learning thereby readying students for the
more cognitively demanding aspects of writing addressed in the upper elementary years
and beyond.
To accomplish this purpose, a two group, in-depth case study research design was
employed. Participants were drawn from a convenience sample comprised of one intact
balanced class of 23 grade 2 students from a northern California public k-2 school. Other
classes at the same school and grade level acted as comparison classes for some
measures. The classroom teacher also acted as researcher. Measurement instruments
included: rubric scores of the use, complexity, detail, and overall correlation between
story organizers and actual draft narratives; numeric recordings of actual time spent
observably prewriting and planning prior to drafting narratives; video recordings of
student talk during whole group student-led author’s chair discussions; pre and post
student interviews; and students’ self-perceptions about themselves as writers as
indicated by responses to the Writer Self-Perception Scale (Bottomley, Henk & Melnick,
1998).
Because writing is a complex process that can cause difficulties for younger
learners (Sutherland & Topping, 1999), instruction must address the distinctive needs of
students during this phase of development. Increasingly, writing is being viewed as a
social rather than solitary activity (Sutherland & Topping, 1999). Young learners, in
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particular, rely heavily on social feedback as they transition from oral language
expression to written language expression (Shute, 2008). One way of making sure that
students have frequent opportunities for giving and receiving frequent feedback is
through the implementation of peer-assisted learning (PAL). Peer-assisted learning is
defined as “… the acquisition of knowledge and skill through active helping and
supporting among status equals or matched companions” (Topping, 2005, p. 631). While
PAL methods have been broadly examined during the drafting and revising stages of the
writing process (Morris & Kindzierski, 2009; Nixon & Topping, 2001; O’Donnell &
Topping, 1998; Sutherland & Topping, 1999; Topping, 2009b), there is an absence of
research examining the effects of PAL during the prewriting or planning stage of writing.
Collaborative planning during the prewriting phase of the writing process allows
the younger or novice writer to orally discuss, plan, conceptualize, and revise a piece of
writing prior to applying pencil to paper and provides multiple opportunities for giving
and receiving task-level, formative feedback. As learners work together to conceptualize
a piece, ideas are generated, details and events can be elaborated upon, clarifying
questions can enhance text organization, and misconceptions can be remedied—all of
which can be very challenging for young and novice writers.
The instructional practices used in this study were based on state-of-the-art
knowledge of how to teach students to use process writing. A traditional Writing
Workshop structure (Calkins, 1994; Graves, 1983; Kaplan, 2008) was modified to
incorporate multiple opportunities for students to benefit from structured peer
collaboration and peer-assisted learning. Both of these instructional practices, teaching
process writing using a Writing Workshop structure as well as providing students with
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multiple and authentic opportunities for collaborative learning (Topping, 2005; Topping
& Ehly, 1998) are regarded throughout the research as best practices.
Significance of the Study
This study was important for several reasons. First and foremost, by focusing on
the younger learner, this study attempted to determine whether specific writing behaviors
could be developed and internalized during the formative years. Educators working with
older students report difficulty teaching and implementing process-oriented instruction
due to time constraints resulting from a variety of factors—high-stakes test preparation
most commonly cited (Applebee & Langer, 2009). If prewriting can become an
internalized step in primary students’ writing development, then the focus of writing
instruction after the acquisition stage of learning can be on the quality, complexity and
content of writing, as well as more cognitively challenging aspects of the writing process
including revising and creating multiple drafts.
Second, while the literature has demonstrated that an increased use of prewriting
and planning activities leads to better quality writing (Applebee & Langer, 2006; Graham
& Perin, 2007a; Harris, Graham, & Mason, 2006; Rogers & Graham, 2008), studies
reveal that young and novice writers fail to undertake any form of planning at any stage
of the writing process (Sutherland & Topping, 1999; Topping et al., 2000). One possible
explanation for this lack of planning may be an absence of opportunities for younger
students to learn and practice planning strategies in a developmentally appropriate
context. The vast majority of studies examining prewriting and planning also include
training in self-regulating procedures, which focus specifically on learning and using
strategies independently (Graham & Perin, 2007a; Rogers & Graham, 2008).
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Sociocognitive learning theory states that learning occurs at two levels—first at the social
level and then at the individual level. If instruction does not provide opportunities for
students to acquire proficiency in new skills with the support of a social context, then
students may not progress to learning and utilizing skills at the individual level.
Third, this study is timely and relevant. While proficiency in writing skills is
considered necessary if students are expected to succeed in school, college, and life
(National Commission on Writing, 2003, 2006) writing and writing instruction has
received limited national attention (Applebee & Langer, 2006, 2009). Almost 30 years
have passed since the last comprehensive examination of writing instruction in the United
States (Applebee & Langer, 2009). For the last decade, the focus in education has been
centered on reading and mathematic achievement. As such, few studies focused on
writing, specifically with younger learners, have been conducted. Presently, a new
national study of writing instruction, a collaboration between the Center on English
Learning and Achievement and the National Writing Project, is underway (Applebee &
Langer, 2009). This study seeks to inform this renewed national focus on writing and
writing instruction.
Fourth, this study addressed a large gap in the research literature. While there is a
surfeit of studies on the efficacy of peer-assisted learning, and several examining peerassisted learning during the writing process, most of the studies focus on peer revision,
peer editing, and peer review. Furthermore, the bulk of research has been conducted with
older students. The few studies examining peer-assisted learning with younger learners
focus on collaborative or paired writing—specifically the drafting stage of the writing
process (Nixon & Topping, 2001; Sutherland & Topping, 1999; Topping et al. 2000;
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Yarrow & Topping, 2001). Only one study examining the effects of peer assistance
combined with strategy instruction focused on prewriting and planning with younger
students was found (Harris, Graham & Mason, 2006). The study specifically examined
the effects of training students to use prewriting strategies in conjunction with selfregulating strategies both with and without peer support. This present study sought to
examine the benefits of PAL during the prewriting phase of the writing process without
specific training in self-regulating procedures.
Lastly, while the positive effects of PAL on student learning are widely
documented, the actual use of PAL strategies is underused (Topping, 2009b). One
possible reason may be the amount of teacher time needed to form effective groupings or
the potential problems related to same-ability and cross-ability pairings. This study
sought to determine whether more flexible, student-selected pairings were as effective as
the teacher-selected student pairings broadly addressed throughout the literature. If these
more flexible student-selected groupings used in this study were successful, this
information could positively impact the degree to which teachers of primary-age students
utilize PAL methods during writing instruction.
Theoretical Framework
Writing is increasingly being viewed as a social rather than solitary activity
(Sutherland & Topping, 1999). Learning theorists have long posited the benefits of social
interaction on students’ academic achievement (Bandura, 1986; Brown, Collins, &
Duguid, 1988; Lave & Wenger, 1990 & 1998; Vygotsky, 1978; Zimmerman, 1989) and
as such, this study is presented from a sociological perspective.
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Sociocognitive learning theory is rooted in Piaget’s theory of cognitive
development, which states that children learn about the world through active engagement
with the environment (Piaget & Inhelder, 2000). However, sociocognitive learning theory
distinguishes itself from Piaget’s cognitive theory (Piaget & Inhelder, 2000) in two
distinct ways. First, a learner’s active engagement is socially mediated with both the
environment and people within that environment. Second, sociocognitive learning theory
states that social learning precedes cognitive development and, as such, learning appears
twice: first on a social level and second on an individual level. It is this social interaction
that plays a fundamental role in a child’s cognitive development. Vygotsky (1978)
described cognitive development and social interaction as complementary processes that
promote intellectual development.
Constructivist learning and collaborative learning models are predicated on this
notion. Constructivist learning states that learning is an active, contextualized process of
constructing knowledge based on personal experiences and interaction with the people
and the environment. Learners construct knowledge through social negotiation. Both
collaborative learning and constructivist learning models originate from the works of
Piaget (Piaget & Inhelder, 2000), Vygotsky (1978), and more contemporary
sociocognitive theorists (Lave & Wenger, 1990, 1998; Zimmerman, 1989) and are widely
touted as efficacious forms of instruction.
Peer learning, as defined as “… the acquisition of knowledge and skill through
active helping and supporting among status equals or matched companions” (Topping,
2005, p. 631) may include peer tutoring, peer assessment, and/or collaborative writing.
Each is a form of collaborative learning rooted in a constructivist-learning model.

	
  

	
  

11	
  

Together, peers organize and plan learning, establish goals, and collaboratively work
through cognitive disequilibrium by problem solving and co-constructing new
knowledge. Peer learning is derivative of both cognitive learning theory and
sociocognitive learning theory. Peer efforts to mediate cognitive conflicts and challenges
encompass the Piagetian perspective of cognitive development, while the social support
and scaffolding offered through peer interaction is rooted in the Vygotskian perspective
of social development (Topping, 2005). Peer groupings defined as same-ability, reflect
cognitive learning theory and peer groupings defined as cross-ability, reflect social
learning theory.
Because the modified Writing Workshop structure used in this study included
flexible, student-selected pairings, multiple theoretical perspectives were reflected.
Fortunately, Topping and Ehly (2001) have introduced a single integrated theoretical
model that speaks to the multitude of learning theories associated with peer learning. This
model (see Figure 1) is flexible and contingent upon the characteristics of the individual
learner, the partnership, and the method of PAL being employed (Topping, 2009a;
Topping & Ehly, 2001). The flexibility and fluidity of this theoretical model was of
particular importance because the student pairings utilized in this study were self-selected
and not based on the theoretical rational specific to either teacher-selected same-ability or
teacher-selected cross-ability pairings.
Through the lenses of the eight levels included in this model, one can seek to
understand the cognitive, metacognitive, social, and affective processes of all learners
engaged in a peer-assisted learning task. PAL methods at Level 1 are delineated into five
categories: organization and engagement, cognitive conflict, scaffolding and error
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______________________________________________________________________________________
Peer Assisted Learning: Groups of Factors Influencing Effectiveness
ORGANIZATION
& ENGAGEMENT

t.o.t., t.e.t.;
goals, plans;
individualization,
interactivity,
immediacy;
variety

COGNITIVE
CONFLICT

to liquify
primitive
cognitions &
beliefs

Level 1
SCAFFOLDING &
ERROR
MANAGEMENT
ZPD
management;
information
modulation;
modeling &
monitoring;
error detection,
diagnosis,
correction

COMMUNICATION

language-thought
listen, explain,
question, clarify,
simplify, prompt,
rehearse, revise,
summarize, speculate,
hypothesize

AFFECT

motivation,
accountability,
modeling,
ownership,
self-disclosure

Level 2
ACCRETION, RETUNING & RESTRUCTURING OF KNOWLEDGE AND SKILLS
Level 3
INTER-SUBJECTIVE COGNITIVE CO-CONSTRUCTION
Level 4
PRACTICE, FLUENCY, AUTOMATICITY,
RETENTION

GENERALIZATION

mostly implicit

support to independent
implicit to explicit
Level 5
FFEDBACK & REINFORCEMENT

Level 6
SELF-MONITORING & SELF-REGUALTION
implicit and explicit
Level 7
METACOGNITION
explicit, intentional, strategic
I know I know
I know I know how
I know I know when and if

SELF-ATTRIBUTION & SELF-ESTEEM
I want to know
I want to know when, how, if
I believe I can know when, how, if
Level 8

Surface to Strategic to Deep

Figure 1.

Declarative to Procedural to Conditional

Theoretical model of peer learning (Topping, 2005).
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management, communication, and affect. The inherent need for partners to establish
common goals and develop a plan for action leads to an increase in time on task and/or
time engaged in a task. As partners progress through the process, they work together to
solve cognitive conflict. This process reflects the Piagetian (Piaget & Inhelder, 2000)
perspective. In order to avoid meta-ignorance, which is the pooling of ignorance or
misconceptions, it is necessary that the activities be within the zone of proximal
development of both learners. This careful structuring reflects the Vygotskian (1978)
perspective, while the co-construction of knowledge reflects Piaget’s (Piaget & Inhelder,
2000) cognitive development.
The entire process makes heavy demands on ongoing communication as both
helper and helpee work collaboratively to achieve a common goal. At this stage, the
opportunity for immediate, on-going task-level feedback is addressed. Across the
research, evidence of improved interpersonal relationships, improved attitudes toward
learning, and increased motivation and self-confidence are noted (Maheady, 1998; Nixon
& Topping, 2001; Topping et al, 2000; Yarrow & Topping, 2001).
Level 2 in the model addresses the accretion, retuning, and restructuring of skills.
This process reflects both the theorizing of Piaget (Piaget & Inhelder, 2000), as well as
schema theory (Anderson et al., 1984), in which learners assimilate and accommodate
new information as they construct new knowledge. The cognitive co-construction
outlined in level 3 reinforces more contemporary theories such as communities of
practice (Lave & Wenger, 1998), situated learning theory (Lave & Wenger, 1990), and
socio-cultural learning theory (Vygotsky, 1978).

	
  

	
  

14	
  

Level 4 speaks to the automaticity of skills, thereby leading to transference to
novel and independent activities. Level 5 addresses the opportunity for on-going,
frequent, and immediate feedback. Peer feedback, unlike teacher feedback, is available in
greater quantity and immediacy (Topping, 2009a, 2009b). Peer feedback, as measured
through formative peer assessment, can result in increases in the quality of student
learning at least as much as through teacher assessment, especially with regards to
writing (Topping, 2009b). Level 6 addresses the learner’s opportunity to develop selfregulated learning strategies, a set of learning skills deemed imperative to academic
success (Zimmerman, 1989). As students work collaboratively they become increasingly
aware of the strategies being employed. This awareness of strategies can overtime
develop into an increased meta-awareness of one’s learning strategies. This awareness of
self, can lead to enhanced self-confidence and overall sense of self-efficacy, which
emanates from attribution theory (Weiner, 2010). This entire process is both recursive
and reiterative. Each individual within the same partnership, or different partner
relationships, may follow different pathways.
Background and Need
The most recent NAEP scores for writing (2007) reveal that while the overall
number of students in grades eight and twelve scoring at or above a basic level was
higher than in previous assessments, the scores did not reflect a significant change from
2002 or 1998. According to the 2007 results, only 30% of eighth-grade students across
the nation scored above basic levels of achievement in writing and only 25% of twelfthgrade students scored above the basic level (U.S. Department of Education, 2008) with
basic denoting “partial mastery of prerequisite knowledge and skills that are fundamental
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for proficient work at each grade” (U.S. Department of Education, 2003, p. 8). These
findings show that students are not developing the writing competence needed at their
respective grade levels (Graham & Perin, 2007a).
With regard to writing performance beyond school, a report of the National
Commission on Writing (2004) revealed that major U.S. employers, representing over
150 leading American corporations, spend billions of dollars annually ameliorating the
inadequate writing skills of employees. The high cost of providing remedial writing
training is incurred also at the state level. Thirty percent of professionals employed by
individual state governments are below standard in writing. The cost of providing
training for state employees costs individual state governments about a quarter of a
billion dollars annually (National Commission on Writing, 2005). These reports highlight
summary statements, such as “American education will never realize its potential as an
engine of opportunity and economic growth until a writing revolution puts language and
communication in their proper place in the classroom” (National Commission on Writing,
2004, p. 22).
Research over the past few decades has suggested a strong relationship between
early literacy skills and later achievement such that school effectiveness and student
performance during the formative stages of child development (k-3rd grade) correlate
with subsequent achievement (Barr & Parrett, 1995; Juel 1988; Lloyd, 1978). With
regard to reading achievement, children who do not become successful readers by the end
of third grade have great difficulty catching up with their peers in later grades. In a
longitudinal study of first through fourth-grade students, Juel (1988) found that 88% of
poor readers in first grade remained classified as poor readers at the end of the fourth
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grade. While the study focused specifically on the reading skills of younger learners, the
reciprocal relationship between reading and writing suggest that a similar correlation may
hold true for written language development.
In a longitudinal study following 2,701 students through their primary and early
elementary years of education, Sammons, Sylva, Melhuish, Siraj-Blatchford, and Taggert
(2008) illustrated the importance of a high quality primary education on subsequent
student achievement. Findings of the Effective Preschool and Primary Education 3-11
Project (EPPE 3-11) indicated that the effectiveness of the primary school a student
attends, as measured by national assessments, had a significant effect on students’
cognitive attainment at age 11.
An understanding of the impact of early literacy skills on subsequent learning
coupled with the concern about the writing performance of our nation’s students has led
to the current emphasis on early intervention (Graham & Perin, 2007a; Harris, Graham &
Mason, 2006; Rogers & Graham, 2008; Stickland, 2002; Tracey, Reid, & Graham, 2009).
An examination of both student writing performance, as well as changes to instruction
due to pressures of high-stakes testing (Applebee & Langer, 2006), has led to a consensus
that quality-writing instruction must begin in the primary grades (Cutler & Graham,
2008).
The National Early Literacy Panel also emphasizes the importance of focusing on
the formative years of a student’s education. In their 2008 report, Developing Early
Literacy, panel members sought to identify instructional practices and student skills
linked to later outcomes in reading, writing, and spelling. This report was developed in
response to a congressional mandate to identify key skills and teaching methods central
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to literacy achievement. This mandate to focus on the critical years between kindergarten
and third grade highlights the importance of early literacy development (National
Institute for Literacy, 2008).
While consensus states that quality writing instruction should begin in the primary
grades, the vast majority of current research examining effective writing strategies is
conducted with students just beyond the primary grades—Grade 4 and beyond (Graham
& Perin, 2007a, 2007b). In a meta-analysis of writing intervention literature (Grades 412), Graham and Perin (2007a) reviewed 123 experimental or quasi-experimental studies
that examined the effectiveness of writing activities. The purpose of their review was to
identify effective practices for teaching writing to adolescents. The researchers identified
11 instructional treatments that had positive effects on the quality of students’ writing.
Four of the 11 treatments, identified as effective, relate to the purpose of this study. They
are utilizing a process approach to writing instruction, scaffolding students writing
through prewriting, providing strategy instruction, and utilizing peer assisted learning
(PAL).
In a Report to the Carnegie Corporation, Rogers and Perin (2007b) presented the
findings of their meta-analysis to provide guidance for teachers and policy-makers in
identifying effective practices shown to improve the quality of students’ writing. Their
report highlighted and further detailed the 11 instructional strategies demonstrated as
effective in improving the writing of students in grades 4-12. More complete descriptions
of the four strategies that relate specifically to this study include: Process Writing
Approach—a workshop environment that gives extended opportunities for: planning,
writing, revising, and editing; writing for authentic audiences; self-reflection;
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individualized instruction; and goal setting; Prewriting—activities designed to help
students generate or organize their ideas for their composition; Writing Strategies—
explicitly and systematically teaching students strategies for planning, revising, and
editing compositions; and, Collaborative Writing—instructional arrangements in which
students work together to plan, draft, revise, and edit compositions (Graham & Perin,
2007b).
In a subsequent meta-analysis, Rogers and Graham (2008) extended the earlier
work of Graham and Perin (2007a) by reviewing 88 single subject design studies that
examined the effectiveness of writing activities. The studies in this meta-analysis
included students from grades 1-12 with 20 of the 88 studies including participants in
grade 3 and below. Results identified nine instructional treatments supported as effective
in improving the quality of students’ writing. Two of the nine instructional strategies
identified also relate to the purpose of this study. These include the use of prewriting
activities and strategy instruction for planning and drafting.
Prewriting Activities
The positive association of prewriting on writing achievement has been
recognized for decades (Applebee & Langer, 2006, 2009; Graham & Perin, 2007a,
2007b; Rogers & Graham, 2008). Prewriting activities are activities designed to help
students generate and organize their ideas prior to drafting a composition (Graham &
Perin, 2007b). The importance of prewriting has been incorporated into national writing
assessments. Beginning in 1992, every NAEP student writing assessment included space
for prewriting. Since 1998, a brochure emphasizing the importance of using planning and
revising strategies has been included with the assessments (Applebee & Langer, 2009).
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Strategy Instruction
Like prewriting, strategy instruction involves explicitly teaching students specific
strategies for planning, drafting, and/or revising stories, essays, and expository writing.
Teaching strategies for planning, revising, and editing have been shown to have a strong
effect on writing achievement (Graham & Perin, 2007a, 2007b; Rogers & Graham,
2008). Most of the studies examining strategy instruction also include training students in
the use of self-management procedures.
Self-Regulated Strategy Development (SRSD) is an integrated instructional
approach combining strategy instruction with self-management procedures. Students are
explicitly taught strategies for successfully completing an academic task while
simultaneously using self-regulating procedures. These strategies can include selfmonitoring, self-instruction, self-evaluation, goal setting, and self-reinforcement.
Following instruction, students are expected to implement strategy use independently
(Rogers & Graham, 2008). Instructional methods for teaching both specific writing
strategies and self-management procedures are explicitly delineated into six steps. These
steps include: developing background knowledge, discussing learning strategies,
modeling use of strategies, memorizing strategies, providing guided practice of strategies,
and providing independent practice of strategies (Graham, Harris & Troia, 1998).
SRSD, in combination with strategy instruction, has been shown to have a strong
impact on the overall quality of writing performance specifically of students with
learning disabilities (Graham & Perin, 2007a, 2007b; Harris, Graham & Mason, 2006;
Rogers & Graham, 2008; Tracy et al., 2009). However, given the emphasis that SRSD
places on self-regulated learning, it does not address the social context that

	
  

	
  

20	
  

sociocognitive theory posits as necessary for true learning to take place. This study will
distinguish itself from studies examining SRSD in that strategy instruction in prewriting
will be embedded within a social context fostering peer-assisted collaborative learning.
Peer Collaboration
Because writing is a complex process that can present numerous challenges for
younger learners, the benefits of peer collaboration throughout the writing process have
been widely explored. Younger learners, in particular, suffer due to lack of external
feedback as they transition from the spoken to written word (Yarrow & Topping, 2001).
While PAL methods can ameliorate inherent difficulties due in part to the developmental
stage of the learner, implementation within the regular classroom has been underutilized
(Topping, 2009). Problems associated with implementing PAL in the primary classroom
can include the amount of teacher time required to form groupings and to adequately train
students in the process. Other problems are related specific to student groupings. Sameability grouping can lead to pooled ignorance insofar as neither member of the pairing
recognizes a breakdown of understanding or procedural knowledge. Cross-ability
groupings can lead to boredom for the more capable learner and feelings of low selfcompetence for the less capable learner (Topping, 2001; Topping & Ehly, 1998).
Because this study utilized PAL during prewriting, an activity that relies almost
exclusively upon oral communication and discourse, student groupings are not dependent
on specific levels of written language or academic competence as is suggested in the
literature (Topping, 2001). As such, student pairings could be flexible. Students could
self-select partners based on social, gender, interpersonal or other preferences.
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Research Questions
1. Can prewriting and planning become an internalized step of the writing process
for second grade students?
2. If second grade students can be taught to independently engage in prewriting and
planning strategies prior to drafting a text, does this skill persist over time?
3. What writing structure is the most effective for teaching prewriting and planning
to second grade students?
Definition of Terms
Author’s Chair: For the purpose of this study author’s chair refers to a whole
group structure in which all students focus on a single student’s writing. Students may
assist the author in planning, composing, clarifying, editing, or revising writing.
Bay Area Writing Project: For the purpose of this study the Bay Area Writing
Project (BAWP) refers to a collaborative program of the University of California at
Berkeley and Bay Area schools. The project operates on a teacher-teaching-teachers
model. Exemplary teachers, kindergarten through university, are invited to attend an
Invitational Summer Institute. These teacher consultants provide professional
development in the area of writing for other teachers throughout the Bay Area.
Collaborative writing: Two or more students working together to plan, draft,
and/or revise their compositions (Graham & Perin, 2007a).
Peer-assisted learning: The acquisition of knowledge and skill through active
helping and supporting among equal status or matched peers (Topping, 2005).
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Peer conferencing: For the purpose of this study peer conferencing refers to two
or more students working collaboratively on one student’s writing. Students may focus
on planning, composing, editing, or revising writing.
Prewriting: Any of a broad array of activities designed to help a student generate
and organize ideas prior to writing a first draft. Prewriting activities can include
brainstorming ideas, encouraging group and individual planning, and/or teaching students
to develop a visual representation of ideas prior to writing a first draft (Graham & Perin,
2007a).
Process writing: For the purpose of this study process writing refers to a recursive
process including prewriting, drafting, revising, editing, and publishing.
Process-oriented instruction: Writing instruction that “emphasizes extensive
prewriting activities, multiple drafts, sharing of work with partners or small groups, and
careful attention to writing conventions before sharing work with others” (Applebee &
Langer, 2009 p. 24).
Strategy instruction: Instruction that explicitly and systematically teaches students
strategies for planning, revising, and/or editing text (Graham & Mason, 2006).
Self-Regulated Strategy Development: An instructional model for teaching writing
that includes: strategy instruction (see above), self-regulating procedures (selfmonitoring, self-evaluation, goal setting, self-reinforcement and self-instructions), and a
six-step instructional methodology to teach both the strategies and self-monitoring
procedures (Graham, Harris, & Troia, 1998).
Story organizer: Graphic organizers, including story maps and outlines, for
generating ideas prior to writing (Rogers & Graham, 2008).

	
  

	
  

23	
  

Writing development: Changes that occur in student’s strategic writing behavior,
knowledge, and motivation (Graham & Mason, 2006).
Writers’ Workshop: A predictable structure for teaching writing that includes a
teacher-directed mini lesson, student writing time, student-teacher conferences, and share
sessions (Calkins, 1994).
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CHAPTER II
REVIEW OF THE LITERATURE
Restatement of the Problem
Providing effective writing instruction to young and novice writers should equip
them with the skills and strategies necessary to meet the writing demands in the higher
grades (Tracy et al. 2009). One aspect of effective writing instruction addressed in the
literature is the need for a greater emphasis on prewriting activities and planning within
the context of process-oriented instruction (California Department of Education, 2007;
Cutler & Graham, 2008; Graham & Perin, 2007a; Harris, Graham & Mason, 2006;
Rogers & Graham, 2008). While policy reports from the National Commission on
Writing (2003, 2004, 2006) continue to stress the importance of effective writing
instruction using a process-oriented approach, in this era of high-stakes testing and
accountability, educators report a lack of time and or autonomy to fully implement a
process-oriented approach to instruction (Applebee & Langer, 2006, 2009).
Overview
This review of the literature is presented from a sociological perspective
examining the benefits of peer collaboration during the prewriting/planning phase of the
writing process on the subsequent writing development of primary-age students. This
chapter begins with a presentation of the literature on process-oriented writing
instruction. A discussion of the effects of high-stakes testing and accountability measures
on process-oriented instruction follows. These changes to instruction are important to
address because they provide a portrayal of the current educational milieu. Understanding
this context provides a rationale for a focus on the younger learner. If effective writing
behaviors can be internalized during the formative years, students may be more able to
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maximize learning in spite of changes to instruction and pedagogical practices
experienced in their latter years as a result of external factors.
This discussion is followed by an examination of the developmental needs of the
younger learner. Sociocognitive theory states that learning is an active, contextualized
process of constructing knowledge based on personal experiences and interaction with
the environment. Learners construct knowledge through social negotiation. Given the
importance of socialization on learning, the literature on peer-assisted learning is
presented. The chapter concludes with studies related to prewriting and strategy
instruction.
Process-Oriented Writing Instruction
Over the past several decades, the most universally applied and endorsed method
of writing instruction has been the teaching of writing as a process through processoriented instruction or “process writing” (Applebee & Langer, 2006, 2009). The National
Writing Project (NWP) established in 1974 and continuously supported by a grant from
the U.S. Department of Education has been training teacher consultants for over 30
decades (Kaplan, 2008). Teacher consultants provide customized in-service programs and
staff development in the teaching of writing to more than 10,000 teachers annually in K12 schools across the nation (Graham & Perin 2007a). The core belief of the NWP that
has consistently formed the foundation for all in-service training is that writing can and
should be taught through a process-oriented approach. Further, writing consists of
recursive discrete tasks including planning, drafting, revising, editing, and publishing
(Kaplan, 2008). The longevity of the NWP, as well as its distinctive prominence in over
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200 sites in all 50 states, demonstrates the universality of process writing as the
prevailing pedagogy within the United States.
One of the most common contexts for providing a process-oriented approach is
the implementation of a Writing Workshop Model. This model initially popularized
through the work of Graves (1983) and Calkins (1994) provides an interactive structure
in which students learn and practice each stage of the writing process. Calkins’ workshop
model (1994) calls for a “predictable” schedule and a “simple” structure. Calkins
theorized that a consistent and predictable schedule meant that students could anticipate
and plan writing. A simple structure frees teachers from creating daily activities and
enables them to respond to individual student needs. The most common workshop
structure (Appendix A) includes a teacher-directed mini-lesson, writing time, conferring
time, and share sessions (Calkins, 1994).
The efficacy of process writing on writing achievement is well documented. In a
recent meta-analysis of writing instruction for adolescents, Graham and Perin (2007a)
analyzed 123 experimental and quasi-experimental studies in an effort to identify
effective instructional practices for teaching writing. The meta-analysis included all
pertinent studies relevant to writing instruction contained in five previous meta-analyses
of writing instruction over the past 24 years. Additional studies were included if they met
the following seven factors: (a) involved students in Grades 4-12; (b) were conducted
with students attending regular public or private schools; (c) included a measure of
writing quality; (d) established that the measure of writing quality was scored reliably; (e)
used an experimental or quasi-experimental design; (f) provided the data needed to
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calculate an effect size, a weighted average effect size, and homogeneity of effect sizes;
and (g) came from a broad search of relevant studies.
Once studies were obtained, they were placed in a treatment category. The authors
computed a total of 154 effects sizes. Sixty-two percent of the effect sizes calculated
were not included in previous reviews. Summary effect sizes for treatments that
contained four or more effect sizes were calculated. A total of 11 instructional treatments
were identified as effective instructional practices and were rank ordered according to the
strength of their effect size. Using a process writing approach ranking 9th of the 11
instructional treatments identified as having a positive effect on writing performance.
Because there is no universally accepted definition of a process writing approach, the
researchers included studies that examined the effectiveness of the writing process as
described by Graves (1983), the Writing Workshop (Calkins, 1986), and the NWP.
A total of 21 effect sizes from studies including a process-writing condition were
calculated. Seventeen of the 21 studies included a normal variation of students from a
regular classroom. The average weighted effect size for the process writing approach
was 0.32 and was significantly greater than no effect. When teachers received explicit
training in implementing process writing, such as NWP training, the average effect size
increased to 0.46. While this effect size is classified as moderate, the authors noted that
treatments are not used in isolation and should be combined in flexible ways with the
other 10 treatments to enhance literacy development (Graham & Perin, 2007b).
While the preponderance of process writing research has been conducted with
older students, studies examining the effectiveness of participation in writing workshops
or process writing with primary-age students reveal that young students do benefit from
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this form of instruction (Jacobs, 2004; Jasmine & Weiner, 2007; Martin, Segraves,
Thacker & Young, 2005). Studies with younger students tend to focus on affective
outcomes, such as confidence, independence and motivation, as well as increases in
metacognitive awareness. These studies reveal that participation in process-oriented
instruction, such as Writer’s Workshop, can positively affect independence and
enjoyment (Jasmine & Weiner, 2007), motivation to write (Martin et al., 2005), and
foster a student’s ability to engage in “metacognitive talk” and metacognitive thinking
(Jacobs, 2004).
Effects of High-Stakes Testing on Process-Oriented Instruction
In an effort to improve the quality of education in our nation’s public schools, the
demand for increased accountability has escalated greatly over the past few decades.
Most recently, the 2001 legislation of the No Child Left Behind Act (NCLB) mandated
student testing in reading and mathematics in grades 3-8 (Russell, Higgins, & Rascek
2004). With the passage of NCLB, reading and mathematic achievement has become the
central focus of educational accountability and reform programs (Applebee & Langer,
2006, 2009).
This national focus on educational outcomes has had a tremendous impact on
teaching and learning especially in the area of writing. Pressures from external mandates
have resulted in major changes to teachers’ instructional practice and methodology
(Applebee & Langer, 2006; 2009). In an investigation of the effects of external statemandated tests on teachers’ instruction and methodology, Smith (1991) summarized her
previous research in which she observed teachers in classrooms, meetings, and general
school life. In the original research, Smith and colleagues conducted interviews and

	
  

	
  

29	
  

analyzed school data in two elementary schools in the Arizona metropolitan district. The
data collection spanned 15 months. Students in the district were required to take the Iowa
Test of Basic Skills (ITBS) and results were published. Using constant-comparative and
analytic induction methods, the researchers generated and tested assertions from the data.
The result was the formulation of a grounded theory of beliefs about testing, test
preparation, and an analysis of the effects of external testing on teachers’ methods and
instructional practice. The researchers discovered that many teachers began to change
their views and definitions of teaching, aligning their instruction with the test.
Overtime, teaching became more test-like, with an increased use of worksheets
that mirrored testing. In an effort to focus on material covered in the test, many teachers
narrowed their curricula. Coverage of some subjects was reduced and even omitted if
material was not included in the test. Writing instruction was affected greatly by the test.
Observers noted that teachers devoted 40 minutes daily to writing projects in the fall. As
the test neared, instruction was limited to the completion of worksheets on grammar and
punctuation. By May, instruction returned to that which had been observed in the fall.
In a more recent study, Vogler (2002) examined the changes in teachers’
instructional practices and the factors that may have influenced those changes after the
1998 public release of high-stakes, state-mandated student performance assessment
scores in the Massachusetts’s public school system. A three-part survey instrument was
designed and distributed to 413 teachers. Two hundred fifty-seven surveys (62%) were
returned.
With respect to writing instruction, 61% of teachers self-reported an increased use
of rubrics or scoring guides and 58% of teachers reported an increase of writing
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assignments. Further examination of teachers’ responses revealed that the use of rubrics
was predominately limited to those aligned with ones used in state-mandated, highstakes, performance-based writing assessments. The overuse of rubrics aligned with those
used in state-mandated, high-stakes, performance-based writing assessments has been
found to limit creativity and force writing to become more formulaic, including only
those elements assessed by the test. Additionally, an increased use of writing assignments
did not speak to the quality of the assignment or instruction. In similar research,
Strickland, Bodino, Buchan, Jones, Nelson, and Rosen (2001) found that the pressures of
high-stakes assessment led to an increase in the use of expository and narrative prompts
and an exclusion of poetry and other forms of writing not assessed by state-mandated
tests.
In a study of teachers working with younger learners, researchers Brindley and
Schneider (2002) surveyed 125 fourth grade teachers working in a Southeastern United
States school district asking for their perspectives about writing development and
instruction within a climate of testing and educational reform. The purpose of this study
was to determine the extent to which teachers’ personal theories about pedagogy and
instruction were influenced by external factors, specifically, the state-mandated, highstakes, performance-based writing assessment.
Teachers shared a wide variety of perspectives about writing development and
instruction. Process writing, poetry, letter writing, and the use of journals were some of
the domains that teachers included as integral components of effective writing
instruction. However, 101 of the 125 teachers surveyed explicitly stated that the pressure
of testing greatly influenced actual instructional choices. When asked what types of
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writing children do in their classrooms, 114 teachers reported that students complete
expository and narrative exercises. Only 47 teachers reported students doing creative
writing, poetry, and letter writing. Only 27 teachers reported students writing across the
curriculum. When further asked to report what types of instruction teachers provided to
their students, 51 teachers reported assigning narrative and expository prompts mirroring
the test. Only 13 teachers reported teaching process writing strategies. The author
concluded that the pressure teachers felt to increase student test scores resulted in this
contradiction between stated beliefs about writing instruction and their actual practice.
This finding is similar to previous research (Strickland et al., 2001) revealing that
teachers seem to focus on those aspects of writing measured on the test.
This focus on external assessment outcomes continues to influence instructional
practices. Morris-Kindzierski (2009) discussed the effects of test-aligned writing
instruction on students’ writing behaviors. Morris-Kindzierski posited that peer
conferencing and student-driven feedback has been lost in the drive to increase test
scores. Time once spent teaching revision as a process to clarify content or improve
vocabulary has been replaced with merely suggesting specific changes and identifying
errors. Writers have come to equate editing with revision, viewing it as task to be
completed with little thought.
High stakes testing is not a new component of public policy in the United States.
It has been used as early as the turn of the 20th century to determine which immigrants
would be granted entrance to our country, it has been used to determine who could serve
in the armed forces, and it has been used to determine both gifted and special education
students (Amrein & Berliner, 2003). However, the 2001 passing of No Child Left Behind
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has made high-stakes testing the central focus of accountability and reform in education
and, as such, has resulted in a dissonance between teachers’ pedagogical beliefs and
training and their actual practice (Brindley & Schneider, 2002; Smith, 2001).
Process-Oriented Instruction in the Primary Grades
While teachers working with primary-age students may appear less susceptible to
the pressures of external accountability mandates, this may not be the case. The
dissonance between pedagogical beliefs and actual performance noted among teachers of
writing with older students also is noted in teachers working in the primary grades. In the
only contemporary national investigation of primary grade writing instruction, Cutler and
Graham (2008) administered a national survey to a random sample of 294 primary grade
teachers in more than 72,000 public and private schools. The researchers sought to
ascertain teachers’ instructional practices in writing. They particularly were interested in
determining whether primary grade writing programs reflected a process-oriented
approach to instruction, a skills-based approach, or a combination of both.
One hundred and seventy-eight surveys were returned and results indicated that
72% of teachers reported using a process approach combined with a traditional skills
approach, 20% used a process approach exclusively, and 6% a traditional skills approach.
However, upon closer examination of the findings, an incongruity between stated practice
and actual practice was revealed. Of the one hour per day that students spent writing and
receiving writing instruction, 50% of time was spent teaching writing skill basics, such as
spelling, grammar, and punctuation, 35% of time was spent writing, and only 16% of
time was devoted to teaching writing processes, such as planning, organizing, and
revising text. Stated differently, while 78% of primary grade teachers reported using
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either a process approach or a blended approach, overall only 16% of instructional time
was devoted to instruction in process writing (Cutler & Graham, 2008). In their summary
statements, Cutler and Graham argued that the teaching of planning and revising
strategies and processes are not receiving enough emphasis in teachers’ overall writing
instruction.
While the aforementioned survey did not directly measure the effects of highstakes accountability mandates on primary grade teachers’ instructional practices, the
current national focus on improving students’ skills may be a contributing factor in the
incongruence between stated practice and actual practice. These results of this survey
directly mirror the findings in the aforementioned studies.
Developmental Needs of the Younger Learner
Recent concerns regarding the decontextualization of writing activities and focus
on writing conventions has researchers concerned that young learners may be
acculturated into a view of writing that focuses on correctness and they may not learn to
consider the purposes for writing (Sutherland & Topping, 1999). Consistent with the
expectations regarding writing instruction for younger students found in the
Reading/Language Arts Framework for California Public Schools (2007), the literature
also suggests and corroborates the need to accelerate the development of young children
through all stages of the writing process (Sutherland & Topping, 1999). However, the
literature also reveals that novice writers typically fail to undertake sufficient planning at
any stage in the writing process (Sutherland & Topping, 1999; Topping, Nixon,
Sutherland & Yarrow; 2000).
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In a review of the literature on the writing processes of younger learners, Yarrow
and Topping (2001) found that younger learners, as well as poor writers, experience great
difficulty in idea generation, planning, and text organization. Additional difficulties that
younger learners face when writing can be attributed to a lack of metacognitive
awareness of the strategies that good writers use (Topping et al. 2000), as well as
difficulty transitioning from oral to written communication due to the lack of external
feedback provided during the writing process (Yarrow & Topping, 2001). During oral
conversation, students received ongoing verbal and non-verbal signals, which serve to
stimulate new ideas, trigger the need for clarification, or facilitate elaboration of ideas.
Because the writing done by students is often a solitary activity, much of students’
written language production must be sustained internally (Yarrow & Topping, 2001).
Many of these difficulties can be ameliorated through social collaboration and feedback.
The effects of such are well documented.
Effects of Feedback on Learning
Giving feedback on student work is a critical component of effective instruction
(Shute, 2008; Topping, 2009a). According to Cohen (1985) “[Feedback is] one of the
more instructionally powerful and least understood features in instructional design” (p.
33). Feedback can have both negative and positive effects on learning.
In an extensive review of the literature, Shute (2008) examined more than 100
documents, including journal articles, books, book chapters, conference proceedings, and
research reports in an effort to identify the features and guidelines of formative feedback
that are the most effective in promoting learning. Shute defined formative feedback as
information communicated to the learner that is intended to modify his or her thinking or
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behavior for the purposes of improving learning. Formative feedback has been shown to
reduce cognitive load, correct inappropriate strategies use, procedural errors, or
misconceptions, and reduce uncertainty for learners, all of which may lead to higher
motivation and more efficient use of strategies (Shute, 2008; Topping, 2009a). The
criteria for the inclusion of studies included topical relevance, use of experimental design,
and meta-analytic procedures.
Key findings of this review (Shute 2008) revealed that effective formative
feedback should be specific, immediate, and focused on the task or goal and not the
learner. Information given should take into account the student’s current level of
understanding, level of ability, and developmental readiness. Novice or struggling
students benefit from support or explicit guidance during the learning process. Task-level
formative feedback refers to formative feedback given frequently and often in real time.
Scaffolded feedback is a form of task-level feedback. Scaffolded feedback can include
cues, prompts, hints, and direct instruction.
One of the problems associated with feedback is a general lack of teacher time to
give young and novice writers sufficient task-level formative feedback during the writing
process (Topping, 2009a). One way to ameliorate this problem is to provide opportunities
for peers to give and receive task-level formative feedback throughout the writing
process. Peer feedback can be given more frequently and immediately than teacher
feedback (Topping, 2009a; Topping & Ehly, 1998).
Literature Related to Peer-Assisted Learning
Peer-assisted learning has a long history in education. While earlier
implementation of peer learning primarily targeted basic skill areas, such as, reading and
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math (Topping, 2005), more current applications target writing development. These more
recent iterations of peer-assisted learning include peer assessment, peer review, and
collaborative writing. Each of these applications is rooted in collaborative learning and
incorporate aspects of peer tutoring.
Peer Tutoring
The most widely recognized and utilized forms of collaborative learning is peer
tutoring (Topping & Ehly, 1998). According to Tabacek, McLaughlin, & Howard (1994)
“Peer tutoring has become one of the most soundly documented procedures of our time
for facilitating academic and social gains for children” (p. 62). Evidence revealing the
effectiveness of peer tutoring dates back several decades (Topping, 2001). The first
rigorous review of the research conducted by Devin-Sheehan, Feldman, and Allen
(1976), revealed that tutoring reliably resulted in improved academic performance. Since
that time, research has continued to reinforce earlier findings of the effectiveness of peer
tutoring on achievement (Topping, 2001; Topping et al. 2000; Yarrow & Topping, 2001).
Traditional perspectives of peer tutoring emanated from Vygotsky’s emphasis on
a cross-ability, expert-novice model in which novice learners learn through the support of
a more capable student. This arrangement provided the scaffolding necessary for the tutee
to work within his or her zone of proximal development—the distance between that
which a learner can do independently and that which he or she can do with the support of
a more capable peer. As such, peer tutors historically have been the top students—those
most like professional teachers (Topping, 2005; Topping & Ehly, 1998). While gains for
the tutee have been noted and replicated across the research (Topping & Ehly, 1998),
gains for the tutor have not been as reliable. Research has revealed that traditional cross-
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ability arrangements frequently result in minimal cognitive challenge and/or cognitive
gains for the tutor (Topping, 2005; Topping & Ehly, 1998).
More recent methods of establishing cross-ability pairs include carefully matching
pairs so as to avoid creating too great a difference in the ability level of each member.
This can be achieved by rank ordering a group, dividing the list into two separate lists
and matching the first student on the first list with the first student on the second list and
so on (Sutherland & Topping, 1999; Yarrow & Topping, 2001). While research utilizing
this method has shown to benefit both members, gains for the more able partner may tend
to be more metacognitive and delayed rather than concrete and immediate (Sutherland &
Topping, 1999; Topping et al, 2000).
The focus and scope of the research on peer tutoring has broadened exponentially
over the past two decades. Outcome evaluations now target: younger tutors, a greater
focus on gains for tutors, more complex and challenging content, and same-ability
reciprocal tutoring, a Piagetian perspective which focuses on the co-construction of
knowledge and meaning between partners. Research also has expanded to include
academic, cognitive, and social benefits to a wide range of learners including low
achieving students, poorly motivated students, and high achieving students (Topping,
2001).
Peer Assessment
Peer assessment, also referred to as “peer review”, requires students to evaluate
the level, value, and quality of another’s product or performance. It can be given in the
form of one-way or reciprocal feedback among peers (O’Donnell & Topping, 1998;
Topping, 2009a, 2009b; Topping & Ehly, 2001). The overarching goal is for students to
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assist one another in planning their learning, identifying strengths and weaknesses, and
developing metacognitive skills (Topping, 2005; Topping, 2009a; Topping & Ehly,
1998). Peer assessment is associated with gains for both members. Gains may include an
increase in time on task, a greater sense of accountability, and increased understanding as
a result of questioning. Learners may also be able to identify learning gaps and
misconceptions in their own or other’s learning. Peer assessment can also increase the
process of reflection, promote self-assessment, and enhance metacognitive self-awareness
(Topping, 2009b).
With respect to writing, the goal of peer-assessment is for students to provide
qualitative feedback on other students’ work in an effort to improve the writing (Topping,
2009b). This task-level formative feedback can occur at the completion of a written
product or during any stage of the writing process, such as planning, drafting, or editing.
In a study examining the benefits of peer assessment during the revision process, MorrisKinderzierski (2009) measured whether independent or peer revisions produced a greater
number of meaningful revisions between drafts. The sample included eight multi-age
students with emotional and behavioral disorders. Results revealed that students made
more meaningful, content-based revisions when working with peers. Revisions made
when working independently tended to be surface-level. While subsequent drafts in both
conditions improved, the second drafts of students working with peers included a greater
use of complex vocabulary and overall organization. A qualitative evaluation of the
discussions during peer conferencing revealed student talk to be positive, appropriate,
and focused. Similar results of the academic benefits of peer assessment in writing are
reported across the literature (O’Donnell & Topping, 1998).

	
  

	
  

39	
  

Collaborative Writing
Collaborative writing as a form of peer-assisted learning is gaining momentum.
While outcome evaluations are scarce and the vast majority of research on writing
instruction has been conducted with older students, research on the effectiveness of this
method, specifically with younger students, is emerging (Sutherland & Topping, 1999).
In a study on paired writing, Yarrow and Topping (2001) sought to evaluate the
contribution of metacognitive prompting and structured peer interactions on the
subsequent writing of 28 ten and eleven-year-old students. A pre and post analysis of
students’ writing revealed significant improvements for both individual and paired
writers, however the gains of the students working in pairs were significantly higher than
those working individually. There was also additional evidence that students working in
pairs had more self-esteem as writers.
In a similar study, Sutherland and Topping (1999) investigated the effects of a
structured procedure for collaborative writing on the quality of creative writing and
attitudes to writing for 16 eight-year-old students. The researchers compared cross-ability
fixed-role and same-ability reciprocal roles; individual writers served as the controls for
both groups. While the structured procedure was originally conceived as a cross-ability
method, it was believed that same-ability pairing could maximize mutual interest and
respect and allow for the reciprocation of roles thereby increasing novelty. Pre and post
gains for individual writing were statistically significant for cross-ability pairs but not for
their controls. Pre and post gains for same-ability pairs and their controls were not
statistically significant. However, same-ability pairs did improve while the controls
deteriorated. This difference in gains between the same-ability pairs and the controls was
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statistically significant. The collaborative writing samples of the same-ability pairs scored
significantly higher than their pre-project individual writing while this was not true for
the cross-ability pairs. Both pairs reported that the method was easy to implement and the
majority had a positive attitude about the process.
In a paper outlining the specific structure for paired writing, Topping et al. (2000)
described three action research projects conducted with younger learners. In the first
project, five-year-old emergent writers were paired with eleven-year-old low performing
cross-age tutors. Pre and post project individual writing scores showed a statistically
significant improvement for all children in the project but paired writers improved
significantly more than those only receiving the general instruction. Additionally,
throughout the project, close relationships between the tutors and the tutees formed. Upon
the completion of the project, classroom teachers reported an increase in the selfconfidence of the eleven-year-old tutors.
In the second project, eight-year-old students worked in either cross-ability fixed
roles or same-ability reciprocal roles. Individual writers served as the control group.
Comparing the pre and post individual writing, both paired groups showed significant
improvement compared to the individual writers.
In the final project, 28 ten-year-old students with severe behavioral problems
worked in either cross-ability pairs or individually. All students were trained to use a
flowchart to support writing development. All children demonstrated gains, but paired
writers showed significantly more gains than individual writers. Results from a Writer
Self-Perception Scale revealed that paired writers showed more self-esteem as writers
after the intervention than those who wrote alone (Topping et al. 2000).
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Peer-Assisted Learning in Writing
In the aforementioned meta-analysis by Graham and Perin (2007a) peer
assistance when writing was identified as one of the 11 effective instructional strategies
for teaching writing. Peer-assistance, defined as “students working together to plan, draft,
and/or revise their composition” (p. 449) ranked third in overall strength of average
weighted effect size. The authors calculated a total of seven effect sizes. In each
condition, peer-assistance/collaboration was always compared to students writing alone.
Four of the seven studies included a normal variation of students from a regular
classroom. One study included above average writers and two studies included learners
with special needs. Each study was assessed based on nine quality indicators. Each of the
seven studies received very strong quality indicator scores. Additionally, all seven studies
met two additional criteria: (a) a control or comparison group was present, and (b)
writing quality was scored reliably. The average weighted effect size for all seven studies
was large— 0.75 and greater than no effect.
Regardless of the method of PAL being employed, the collective data on the
advantages of peer-assisted learning as a method to expand and enhance teacher-led
instruction in writing is well cited (Graham & Perin, 2007a; Meheady, 1998). Maheady
(1998) suggested that benefits can be divided into educational outcomes for students and
instructional outcomes for teachers. Student benefits, specific to writing, include more
frequent generation of new ideas and solutions, greater transfer of learning across time
and setting, improved interpersonal relationships, and more favorable attitudes toward
school and specific academic disciplines. Also reported is an increase in active
engagement, increased opportunities to respond, more opportunities for task-level
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formative feedback, and increased opportunities for assistance and support. Motivation is
also enhanced as students report peer learning as more fun than traditional teacherdirected learning (Maheady, 1998).
Instructional benefits for the teacher include allowing for individualized
instruction without a constant demand on teacher time (Maheady, 1998). This is of
critical importance in this era of high-stakes testing and increased accountability because
the overall feelings of lack of time to focus on the process of writing due to the pressures
of covering testing material has been reported by teachers as an explanation for the
contradiction between stated beliefs about writing instruction and the actual description
of their practice (Applebee & Langer, 2006, 2009; Brindley & Schneider, 2002). While
the initial investment of time to train students may be great, the sheer number and
availability of students will quickly remunerate this investment. The training of younger
learners may also alleviate the need for extensive training in subsequent years as students
internalize peer-learning skills (Maheady, 1998).
Literature Related to Prewriting and Strategy Instruction
Consensus across the literature demonstrates the benefits of prewriting and
strategy instruction in planning on writing performance (Graham & Perin, 2007a; Rogers
& Graham, 2008). State frameworks (California Department of Education, 2007), policy
reports of effective writing instruction (Graham & Perin, 2007b; National Commission on
Writing, 2003, 2004, 2006) and national assessments of writing (Applebee & Langer,
2006, 2009) have all endorsed the efficacy of using prewriting activities and teaching
students specific strategies for planning writing. While prewriting activities and strategy
instruction in planning are distinct instructional treatments, both terms frequently are
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used interchangeably in educational reports and policy statements. For the purpose of this
review, prewriting is defined as the use of story organizers, story maps, and/or outlines to
generate ideas prior to writing (Graham & Perin, 2007a; Rogers & Perin, 2008). Strategy
instruction is defined as explicit and systematic instruction of strategies for planning,
drafting, and/or revising stories, persuasive essays, and/or expository essays.
Much of the literature examining the effectiveness of strategy instruction also
includes training students to use strategies independently, utilizing a Self-Regulated
Strategy Development (SRSD) model (Graham & Perin, 2007a; Rogers & Perin, 2008).
SRSD is an integrated instructional approach combining strategy instruction with selfmanagement procedures. Students are explicitly taught strategies for successfully
completing an academic task while simultaneously using self-regulating procedures.
These strategies can include self-monitoring, self-instruction, self-evaluation, goal
setting, and self-reinforcement. Following instruction, students are expected to implement
strategy use independently (Rogers & Graham, 2008). Because this study was presented
from a sociological perspective, seeking to explore the benefits of peer collaboration on
writing development, the effects of strategy instruction without additional training in selfregulated strategy use was examined separately from those studies examining the effects
of strategy instruction in conjunction with training in SRSD. Further, the majority of
studies examining the benefits of strategy instruction in conjunction with SRSD were
conducted with students with learning disabilities. Because this study was aimed at
examining the writing behaviors of a normal variation of students within a regular
classroom, it was important to examine strategy instruction in a similar context.
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Prewriting
In two separate meta-analyses of writing instruction (Graham & Perin, 2007a;
Rogers & Graham, 2008), the use of prewriting activities was identified as an effective
instructional practice for teaching writing. In the first meta-analysis (Graham & Perin,
2007a), as previously described, 123 experimental and quasi-experimental studies of
writing interventions in Grade 4-12 were examined. In the subsequent meta-analysis
(Rogers & Graham, 2008), 88 single subject design studies of writing interventions in
Grades 1-12 were examined. The converging evidence of the effectiveness of prewriting
on writing performance garnered from both experimental and quasi-experimental studies,
as well as single subject design research, strengthens the overall validity of the efficacy
of this instructional treatment.
In the first meta-analysis (Graham & Perin, 2007a), five effect sizes were
calculated. Each of the five studies included a normal variation of students from a regular
classroom. This is of particular importance because this study sought to determine
whether the writing behaviors of primary age students within the general population
could be positively influenced through specific training in prewriting/planning activities.
A total of 276 students participated in the studies. Sample sizes across the studies ranged
from 20 to 109 students. Prewriting activities included organizing ideas using a semantic
web, reading information on a topic and following specific prompts to plan, receiving
encouragement to plan following direct instruction in the planning process, and
participation in brainstorming and discussion groups. While comparison conditions
varied across the studies, the effect size for each study was positive and the average
weighted effect size was 0.32. While the overall strength of the effect size of prewriting
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was small, the authors reiterated that treatments should not be used in isolation but in
conjunction with other effective treatments.
In the second meta-analysis, Rogers and Graham (2008) analyzed 88 single
subject research studies to identify effective writing practices for students in grades 1-12.
Studies were included in the meta-analysis if they involved students in grades 1-12,
included students who attended regular public schools, private schools, alternative
schools, summer schools, clinics, and residential centers, were single subject design with
mechanisms for establishing experimental control, included the data required to calculate
the effect size, and came from a broad search of relevant studies. Studies also were
evaluated to determine whether they met 11 quality indicators for single subject design
research.
Once studies were obtained, the authors calculated the percentage of
nonoverlapping data points (PND) between baseline and treatment phases within each
study to determine the overall strength of the effect of the treatment on writing
performance. The percentage of data points in the treatment phase that represented an
improvement over the most positive values obtained during the baseline phase constituted
the PND. Summary statistics were calculated for treatments that included four or more
studies with a similar outcome measure.
A total of five studies involving prewriting activities were analyzed. In sharp
contrast to the previous meta-analysis, the total number of students in the studies was 16.
All students were classified as struggling writers with specific learning disabilities.
However, consistent with the findings of the previous meta-analysis, the results of this
meta-analysis indicated that prewriting had a small but positive effect on writing
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performance. The median and mean PDN for prewriting were 55% and 52% respectively.
The authors, once again, cautioned that the results should not be considered in isolation.
Effective writing instruction is the result of a combination of instructional treatments
used in various combinations.
Strategy Instruction
Across both meta-analyses, strategy instruction, defined as explicitly and
systematically teaching students strategies for planning, revising, and/or editing text
(Graham & Perin, 2007a) or teaching students strategies for planning, drafting and/or
revising stories, persuasive essays, and/or expository essays (Rogers & Graham, 2008),
was the most widely researched instructional treatment. In the first meta-analysis, 20
studies were analyzed. Sixteen of the 20 studies related specifically to the planning stage
of the writing process. Nine of the 16 studies included a normal variation of students
from a regular classroom. Sample sizes ranged from 20 to 119 students across the
studies. All studies received high quality indicator scores.
In the second meta-analysis, 25 studies examined the effectiveness of teaching
planning and drafting strategies. All of the studies in this meta-analysis included training
students in self-regulating strategy use following the SRSD model. Twenty of the 25
studies involved students classified as struggling writers. Sample sizes were very small.
Twenty-three of the studies had a sample size below 10 participants. However, like the
previous meta-analysis, all of the studies were given high quality indicator scores.
The results of the first meta-analysis (Graham & Perin, 2007a) revealed that
overall strategy instruction had a strong and significant effect on writing performance,
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0.82. Results from the second meta-analysis were quite similar in which the mean PND
for strategy instruction was 96%, which is considered a large effect.
An examination of the effects of strategy instruction on writing performance
without additional training in self-regulation following a SRSD model revealed
somewhat lower overall effect sizes. Because all of the studies included in the second
meta-analysis also included training in self-regulation, a comparison could not be made.
However, in the first meta-analysis, which more closely resembled the target population
of this study, the summary effect size for strategy instruction without additional training
in self-regulating procedures was 0.62, a moderate and significant effect.
Summary
If a “writing revolution” needs to take place in America’s schools (National
Commission on Writing, 2004) then it must start with the youngest learner and set him or
her on a road toward success. Waiting to address writing deficits that begin in the early
grades is ineffective (Tracy et al. 2009). In a major policy statement, the National
Commission on Writing (2003) recommended that the amount of time devoted to writing
should be doubled. However, simply increasing the amount of time spent on writing
instruction does not guarantee improvement in performance. Educators must have a
repertoire of effective instructional strategies at their disposal. Further, when working
with younger learners, educators must use strategies that are sensitive to the
developmental needs of a novice writer. One avenue for improving writing, addressed
throughout the literature, is placing a greater instructional emphasis on planning and
revision utilizing a process-oriented approach (California Department of Education,
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2007; Graham & Perin, 2007a; Harris, Graham & Mason, 2006; Rogers & Graham, 2008;
Tracy et al. 2009.)
Because this study sought to implement best practices during the treatment phase,
an examination of the efficacy of several instructional strategies was necessary. These
instructional strategies included process writing, prewriting, and strategy instruction in
planning. To accommodate the social and developmental needs of the younger learner,
peer-assisted learning also needed to be explored.
In a report to the Carnegie Corporation of New York, Graham and Perin (2007b)
presented the results of their meta-analysis (2007a) on writing instruction. The authors
rank ordered 11 instructional treatments demonstrated to have a positive and significant
effect on writing performance. All four of the aforementioned instructional practices
relating to the purpose of this study (process-oriented instruction, prewriting activities,
strategy instruction in planning, and peer-assistance when writing) were identified as
having a significant and positive effect on writing performance. In a separate metaanalysis on writing instruction, Rogers and Graham (2008) also rank ordered nine
instructional treatments for the teaching of writing found to have a significant and
positive effect on writing performance. Two of the nine instructional treatments,
prewriting and strategy instruction in planning, related to the purpose of this study. In
addition to the findings from these two contemporary and extensive meta-analysis
(Graham & Perin 2007a; Rogers & Graham, 2008) individual studies, national
assessments of writing performance and instruction, as well as major policy reports, also
have demonstrated the effectiveness of process-oriented instruction, strategy instruction
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in prewriting and planning, and peer-assisted learning and the evidence of such dates
back over several decades.
The purpose of this investigation was to determine whether strategy instruction in
prewriting and planning in the context of peer-assisted learning positively affected the
internalization of prewriting and planning as an automatic process for primary-age
students. The need for young students to develop this skill is of critical importance as
opportunities to develop these skills later on diminish due to changes in instructional
practices due to the effects of high-stakes testing and increased accountability.
Collaborative planning during the prewriting phase of the writing process allows
the younger or novice writer to orally discuss, plan, conceptualize, and revise a piece of
writing prior to applying pencil to paper and provides multiple opportunities for giving
and receiving task-level, formative feedback. As learners work together to conceptualize
a piece, ideas can be generated, details and events can be elaborated upon, clarifying
questions can enhance text organization, and misconceptions can be remedied—all of
which can be very challenging for young and novice writers.
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CHAPTER III
METHODOLOGY
Restatement of the Purpose
Research has indicated that students as young as grade 3 can be taught to prewrite
and plan writing through direct instruction and that instruction has a positive effect on
subsequent and immediate writing performance (Tracy, Reid & Graham, 2009).
However, due to an absence of research with primary-age students it was unclear as to
whether grade 2 students representing a normal variation of students from a regular
classroom could internalize this skill and whether this skill persisted overtime. If
prewriting and planning could become an internalized step of the writing process during
the formative years of learning, students may be better able to meet the more cognitively
demanding aspects of writing addressed in subsequent years.
There were three research questions guiding this study: Research Question 1: Can
prewriting and planning become an internalized step of the writing process for second
grade students? Research Question 2: If second grade students can be taught to
independently engage in prewriting and planning strategies prior to drafting a text, does
this skill persist over time? Research Question 3: What writing structure is the most
effective for teaching prewriting and planning to second grade students?
Research Design
A mixed-methods case study research design was used. This methodology
allowed for an in-depth examination of changes that occurred in second-grade students’
writing development. Writing development referred to changes that occurred in students’
strategic writing behavior, knowledge, and motivation (Harris, Graham & Mason, 2006).
For the purpose of this study, writing behavior referred to the actual amount of time and
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the degree to which students independently engaged in prewriting and planning activities
prior to drafting a narrative. Writing knowledge referred to individual student’s
understanding of prewriting and planning as a discrete and deliberate step in the writing
process. Motivation referred to students’ internal feelings experienced during writing.
The study was conducted during the fall semester of the 2010-11 academic year.
The case study group, referred to here as the intervention class, was comprised of one
intact balanced class of 23 grade 2 students from a K-2 public school in northern
California. The comparison group was comprised of the remaining 135 grade 2 students
within the school. The groups were determined to be roughly equivalent because classes
were formed and balanced prior to the assignment to a specific teacher. The classroom
teacher in the intervention class was the researcher. The independent variable was an 8week language arts unit in which students were taught to compose a personal narrative
using the entire writing process. Figure 2 presents the timeline of the study. Instruction
emphasized peer assisted learning, specifically collaborative planning during the
prewriting and planning phase of the writing process. A process-oriented approach to
teaching within the context of a modified Writers’ Workshop structure was used.
Modifications to the Writers’ Workshop structure included the inclusion of studentselected planning partners, explicit instruction in collaborative story planning, and the
implementation of a student-led Author’s Chair emphasizing planning and prewriting.
A process-oriented approach to teaching writing within the context of a standard
Writers’ Workshop structure (Appendix A) without specific emphasis in PAL was used
in the comparison classes. All second grade teachers focused instruction on teaching
students to compose text using the complete writing process. The specific genre taught in
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each of the comparison classrooms was left to the discretion of the individual teacher.
The dependent variable, also administered as a pretest and a retention test, administered

Week 1

• Pre on-demand writing activity
• Numeric recording of time spent planning
• WSPS

All Classes
Intervention Class
Intervention Class

Week 2
(day one)

• Pre Student Interviews

Intervention Class

Week 2

• Student self-selection of planning partners
• Instruction in collaborative planning
• Video recording of Author’s Chair #1

Intervention Class
Intervention Class
Intervention Class

Weeks 2-8

• On-going participation in modified Writers’
Workshop structure emphasizing PAL

Intervention Class

Week 5

• Video recording of Author’s Chair #2

Intervention Class

Week 8

• Post on-demand writing activity
• Numeric recording of time spent planning
• WSPS
• Video recording of Author’s Chair #3
• Post Student Interviews

All Classes
Intervention Class
Intervention Class
Intervention Class
Intervention Class

Week 13

• Maintenance on-demand writing activity

Intervention Class

Figure 2.

Study timeline.

five weeks following the dependent variable, was an on-demand writing task in which all
second grade students were asked to draft a personal narrative. The degree to which
students independently engaged in prewriting and planning prior to drafting a
composition was evaluated.
Because writing development is multi-faceted, four additional instruments were
used to measure the effects of the independent variable. These included: numeric
recordings of the actual time intervention class students spent prewriting and planning

	
  

	
  

53	
  

prior to composing on-demand writing tasks; pre and post student interviews designed to
garner students’ knowledge of the writing process; video recordings of the student-led
Author’s Chair at three points throughout the study; and the Writer Self-Perception Scale
(WSPS).
Participants
In order to understand the data presented in the succeeding chapters, it is
important to understand both the context of writing instruction in the school as well as
how the intervention teacher related to comparison class teachers with respect to teacher
expertise and writing instruction. This section begins with a description of the school’s
context. It is followed by a description of the 2nd grade teachers, as well as the researcher
background. It concludes with a description of the students.
School Context
The school is situated in a small but affluent coastal town and is the only k-2
public primary school serving the community. The other two schools within the district
include an elementary school serving grades 3-5 and a middle school serving grades 6-9.
During the 2007/2008 academic year, a district-wide strategic planning committee
comprised of the district’s school board members, all administrative personnel, members
of the parent and local business community, and teacher representatives convened to
develop a strategic academic plan for the 2008/2009 and 2009/2010 academic years. The
goal of the committee was to develop a strategic plan, which would guide instruction and
inform instructional choices. The committee selected writing instruction as one of the
major areas of focus. The committee then created and formally adopted an action plan for
writing instruction—Create a changing student-centered writing curriculum that will
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enable students to learn and use successful writing strategies modeled by professional
writers. Each school site within the district was responsible to develop an individual plan
for implementing and meeting the goal of the action plan.
Toward this end, at the onset of the 2008/2009 academic year, all teachers
working in the k-2 school were required to implement and utilize a Writing Workshop
model to teach writing using a process-oriented approach. To provide the varying levels
of support needed by teachers for this pedagogical transition, the school became an
affiliate school with the Teachers College Reading and Writing Project (TCRWP), a
research and staff development organization housed at Columbia University, New York.
Classification as an affiliate school provided teachers with professional development in
writing instruction and access to all TCRWP curricular materials. Two full days of
professional development in writing instruction facilitated by a teacher consultant from
the TCRWP were given to every teacher within the school for the 2008/09, 2009/10, and
2010/11 academic years. Teaching writing using a process-oriented approach within the
context of a Writers’ Workshop structure was and continues to be the focus of the
trainings. Approximately three additional release days were given to grade-level teams to
develop additional writing curricula and writing rubrics, as well as to score and evaluate
student writing samples across a grade level.
Teacher Context
The expertise of the intervention teacher, independent of the implementation of a
modified Writing Workshop structure, is certainly a plausible explanation for the results
of this study. Thus, it is important to compare the teachers in this study some important
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pedagogical features. To do this, the intervention teacher and the six comparison class
teachers, all grade 2 teachers, completed a teacher survey (Appendix B).
The survey instrument, from Graham and Cutler (2008), was used in a national
survey designed to gather descriptive data of primary teachers’ instructional practices in
writing. Permission to use the instrument was granted from the author. This instrument
was specifically designed for primary grade teachers and was field-tested in 2008. The
survey includes 63 items designed to garner a comprehensive description of teachers’
instructional practice. The findings reported in this chapter are limited to items that relate
specifically to the purpose of this study. These include questions about teacher
experience, teacher attitudes about teaching writing, teacher perceptions of self-efficacy
and expertise, total time spent explicitly teaching planning strategies, and total time and
the frequency in which students spent prewriting and planning.
All seven teachers included in the study were identified as experienced classroom
teachers. The intervention teacher had 18 years of teaching experience. The comparison
class teachers’ experience ranged from 10 years to 26 years. The combined mean of both
the intervention and the comparison class teachers was 15.7 years of classroom
experience. When asked to describe their approach to writing instruction, the intervention
teacher as well as four of the comparison class teachers selected a “traditional skills
approach combined with process writing.” The two remaining comparison class teachers
selected “process writing approach” to described their approach to writing instruction.
When asked to evaluate the degree to which teachers believed they were “effective at
teaching writing” based on a 6-point Likert scale ranging from 1 (strongly disagree) to 6
(strongly agree), responses were quite similar. All teachers indicated a positive level of
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agreement with the statement. Four comparison class teachers selected (mostly agree).
The intervention teacher and one comparison class teacher selected (strongly agree) and
one comparison class teacher selected (agree slightly). All teachers also indicated
positive levels of agreement when asked whether they “liked to teach writing”. The
intervention teacher and two comparison class teachers selected (strongly agree) and the
remaining four comparison class teachers selected the next highest rating of (moderately
agree).
Table 1 presents data on teacher responses regarding the amount of time, in an
average week, that students spend writing (that is, time spent planning, drafting, revising,
and editing text that is paragraph length or longer) and the amount of time the teacher
spends teaching planning strategies.
Table 1
Total Number of Minutes Students Spend Writing and Teachers Spend Teaching
Planning Strategies
Teacher ID

Student Writing

Teaching Planning

Intervention Class

150

35

Comparison Class 1

300

60

Comparison Class 2

180

not available

Comparison Class 3

150

10

Comparison Class 4

150

20

Comparison Class 5

240

25

Comparison Class 6

120

30

Mean Scores

184

30

The mean amount of time that teachers reported their students spend writing in a
typical week was 184 minutes. The intervention teacher and four comparison class
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teachers’ reports of time students spend writing were below the mean. The intervention
class teacher and three comparison class teachers also reported very similar responses for
the number of minutes spent teaching planning strategies. The total number of minutes
ranged from 20 minutes to 35 minutes with 30 minutes being the mean for all classes.
When teachers were asked to indicate how often their students used a graphic
organizer (that is, story map) when writing, based on a scale ranging from 0-7 with 0
indicating (never), 3.5 indicating (half the time) and 7 indicating (always), responses
were quite consistent. Five of the six comparison class teachers selected a rating of 5. The
intervention teacher and one comparison class teacher selected 7 indicating that students
(always) used a graphic organizer when writing.
Table 2 reports the frequency in which students spend time planning before
writing and teachers spend teaching strategies for planning. As expected in a study
specifically focused on teaching students to use prewriting and planning strategies, the
intervention teacher selected “several times a week” in response to how often planning
strategies were taught and how often students engaged in the process. However, the
variance in responses between the intervention teacher and the comparison class teachers,
as well as variance among comparison class teachers was quite minimal. The similarity in
instruction with regard to how often all teachers, overtly modeled writing strategies was
particularly homogenous with six of the seven teachers selecting either weekly or several
times a week.
Another aspect of uniformity among teachers relates to the pre-established grade
level assessment of student writing within the school. At three points throughout the
academic year (fall, winter and spring), grade 2 students are required to compose a
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Table 2
Frequency of Student Application and Teacher Instruction of Strategies
Frequency

Planning

Organizing
Text

Strategies
for Planning

Model
Strategies

CC3

CC3

Never
Several times a year
Monthly

CC1

Several times a month

CC2
CC3

CC2
CC4
CC6

CC1
CC2
CC4

Weekly

CC1

CC3
CC5

CC5
CC6

CC1
CC2
CC6

Several times a week

IT
CC4
CC5

IT

IT

IT
CC4
CC5

Daily

CC6

Several times a day
Note. IT denotes intervention teacher
CC1-6 denotes comparison class teachers 1-6
personal narrative. These writing samples are used to determine individual levels of
student achievement and to determine report card scores. Writing samples also are shared
with parents during the fall parent-teacher conferences. The winter (December) writing
samples are scored across the grade level and results are analyzed school-wide. The

	
  

	
  

59	
  

timing of this study allowed student-writing samples to serve a dual function. In addition
to providing data for this study, the writing samples also filled the aforementioned needs
of all second grade teachers. Because all student-writing samples were used as formal
data within the school context, each teacher was highly invested in implementing the best
practices with regard to writing instruction. Given the dual function of each writing
sample, the researcher collected writing samples and made copies for individual teacher
use. The researcher kept the original samples.
The intervention teacher was the researcher in this study. I have taught primaryage students in a public school setting for 18 years. I have been at my present school for
the last seven years. In addition to teaching writing in the context of the classroom, I have
been the school and district writing mentor. I was recently named the District’s 2010
Teacher of the Year.
In 1999, I became a Teacher Consultant with the Bay Area Writing Project at the
University of California, Berkeley. In this capacity, I conducted several professional
development workshops and seminars on best practices in writing instruction throughout
the Bay Area. Most recently, my work with the Bay Area Writing Project has expanded
to include teaching writing internationally. I have spent the past two summers creating a
summer writing program in Seoul, South Korea, for students in grades 1-7.
Students
The school serves 450 students in kindergarten through grade 2. In the spring of
2010, the grade 2 students scored 937 on their Academic Performance Index (API). A
score of 800 out of a possible 1000 is the statewide target. The school ranks in the 60th
percentile among similar schools. The sample population had not yet participated in

	
  

	
  

60	
  

statewide testing at the time of the study so no data were available for this cohort.
However, API scores for the school have been stable over the past several years, so it was
determined that these students would perform at similar levels.
There were a total of 12 boys and 11 girls in the intervention group. The students
ranged in age from six years 10 months to seven years 9 months. The class racial and
ethnic mix was 74% European American, 9% Asian American, 9% Hispanic or Latino,
and 4% Indian or Alaska Native. Four percent of the class declined to state their primary
ethnicity. Ninety-two percent of students came from homes in which English was the
primary language. Eighty-two percent of students had at least one parent with a college
degree. Nine percent of students came from families in which at least one parent had
attended some college. Nine percent of students came from families in which at least one
parent had a high-school degree.
Protection of Human Subjects
This study adhered to the guidelines of ethics in research in regard to informed
consent and the protection of human subjects from harm as delineated in the International
Review Board for the Protection of Human Subjects Manual (University of San
Francisco, 2008). Consent to conduct this classroom-based research study was obtained
from both the district superintendent as well as the school site principal. Families were
notified of the intended study during the “Back to School Night” informational meeting
held during the second week of school.
Once permission from the University of San Francisco Institutional Review Board
for the Protection of Human Subjects (IRBPHS) was obtained, a formal explanatory letter
of the general nature of the research, a Parental Consent for Research Participation form
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(see Appendix C), and a copy of the “Research Subject’s Bill of Rights” were sent to
each family. One hundred percent of families granted permission for their child to be
included in the study.
All forms of data used to assess students’ writing development were kept
confidential and secured. Interview audio recordings and transcripts, WSPS responses,
classroom observation notes, videotapes, and student writing samples were kept in a
locked cabinet within the classroom prior to being stored in the researcher’s private
residence. Student identities were kept as confidential. No individual identities will be
used in any reports or publications resulting from the study.
Treatment Description
The purpose of this investigation was to determine whether second grade students
could internalize prewriting and planning as an automatic process and if this skill
persisted overtime. To accomplish this purpose, a modified Writers’ Workshop structure
was used. The modified Writers’ Workshop occurred four times weekly for a period of
60-75 minutes. Modifications included incorporating multiple opportunities for peerassisted learning (PAL). These included the formation of student-selected planning
partners, explicit strategy instruction in collaborative prewriting and planning, and
training in the implementation of a student-led collaborative Author’s Chair. A change in
the order of occurrence of the main components of the daily workshop also was made.
The modified workshop included a teacher-directed mini lesson followed by a studentled collaborative Author’s Chair, independent writing time, and peer and student/teacher
conferences.
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At the onset of the treatment phase, students self-selected planning partners with
whom they co-planned all stories. Students received direct and explicit instruction in
collaborative planning using a personal narrative story organizer. Partnerships remained
intact throughout the treatment phase. The goal of the modified workshop structure was
to provide a writing environment that supported the social learning needs of the younger
writer while placing an emphasis on the planning and prewriting stage of the writing
process.
Modified Mini Lessons
Beginning the second day of week two, students received direct and explicit
instruction in prewriting and planning. Students were taught to plan a personal narrative
using a story organizer referred to as a collaborative story map (see Appendix D).
Subsequent mini lessons focused on additional planning strategies, writing conventions,
workshop procedures, and qualities of good writing. The content for subsequent mini
lessons was derived from current assessments of student writing samples, as well as the
second grade writing standards as outlined in the Reading/Language Arts Framework for
California Public Schools (California Department of Education, 2007).
Collaborative Planning Partners
Students worked in collaborative self-selected partnerships to “co-plan” story
maps. Partnerships were referred to as “planning partners.” Planning partners remained
intact throughout the treatment. Partner A read the prompts included on the story
organizer to guide the planning process for Partner B. Once ideas were formed, Partner A
recorded plans for Partner B. Once the story organizer was completed the roles reversed
and Partner B prompted and recorded for Partner A. When both partners had completed
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story organizers, students began independently composing their narratives. Partners were
encouraged to sit in close proximity during the writing portion of the workshop to support
each other as needed.
Collaborative planning during the prewriting phase of the writing process allowed
the younger or novice writer to orally discuss, plan, conceptualize, and revise a piece of
writing prior to applying pencil to paper and provided multiple opportunities for giving
and receiving task-level, formative feedback. As the learners worked together to
conceptualize a piece, ideas were generated, details and events were elaborated upon,
clarifying questions enhanced text organization, and misconceptions were remedied—all
of which can be very challenging for young and novice writers.
Modified Author’s Chair
After the completion of the teacher-directed mini lesson or instruction in
collaborative planning, students gathered at a carpet area adjacent to a large whiteboard
for Author’s Chair. Using a class list of names, two students were designated as “authors
for the day”. Student work was projected in real time onto a large screen through the use
of a portable document camera and an LCD projector. The student author shared his or
her writing, stated a request for specific feedback or help with writing, and solicited
responses. To embed instruction in and opportunities for planning into the process,
student authors began their share sessions by presenting and explaining his or her story
map prior to sharing compositions. Author requests for specific feedback typically
included asking for help generating and developing ideas or asking for assistance in
developing or completing a new story plan. Framing the student-led discussion around a
specific request embedded the opportunity for a collaborative discussion focused on the
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specific and immediate needs of the author. Peers generated spontaneous responses or
used question prompts included on the collaborative story map to generate responses.
Responses included compliments, clarifying questions, idea generation, and suggestions
for improvement.
Once the list of names was exhausted and all students participated in the Author’s
Chair the process was repeated. In subsequent share sessions throughout the treatment
phase, each author continued to share story maps prior to sharing actual stories. Authors
frequently shared the same story organizer and story in progress during subsequent share
sessions. The overarching goal of the student-led Author’s Chair was to implement an
authentic opportunity for PAL in giving and receiving prewriting and planning assistance
at a whole group level.
Contrary to standard writing workshop procedures described throughout the
literature in which Author’s Chair is viewed as a culminating activity scheduled at the
end of each workshop, the modified Author’s Chair was scheduled before student Writing
Time. Placing Author’s Chair before student writing time fostered a formative influence
on student learning. Students could immediately apply suggestions, revisions, and ideas
offered by their peers to their writing.
Modified Writing Time
Minimal changes were made to the writing portion of the workshop. Writing time
began with each student quickly reviewing his or her story organizer and establishing a
writing goal for the day. Partners met briefly to review story organizers and share writing
goals. This structure provided students with authentic and regular opportunities for
discussing, clarifying, revising, processing, and/or synthesizing individual story
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organizers. During independent writing time, students were required to compose personal
narrative(s) based on the plans generated on collaborative story map(s). Once draft
narratives were complete, students revised and edited, following regular workshop
procedures. When individual students were ready to begin a new story, they went to their
planning partner and requested a new planning meeting. The student would temporarily
break from his or independent writing to assist his or her partner in the development of a
new story map.
Peer Conferences
During the independent writing portion of the workshop, students were
encouraged to peer conference about any aspect of writing. Peer conferences were
defined as two or more students working collaboratively on one student’s writing. The
focus of peer conferences included planning, composing, editing, or revising. Students
were permitted to solicit a conference from any peer. If solicited, the peer had the option
to grant or deny the request. The teacher could terminate peer conferences if the student
either was not focused or on-task.
Teacher/Student Conferences
Using a class list of names, the teacher individually conferred with two to three
students during each independent writing portion of the workshop. Writing conferences
lasted five to ten minutes in duration. The focus and or teaching point addressed in the
conference was drawn from the student’s current level of writing performance. Most
conferences were focused on strategy instruction in idea generation, story organization,
editing, and/or mechanics. All conferences began with a review of the student’s story
organizer before reviewing compositions.
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Instrumentation
Because writing development is multi-faceted and includes changes in student
behavior, knowledge, and motivation (Harris, Graham, & Mason, 2006) several
instruments were deemed necessary. There were five forms of data collection used in this
study. These were an on-demand writing task, time spent planning, pre and post
interviews, video recordings of Author’s Chair, and the Writer Self-Perception Scale.
Each is described below.
On-Demand Writing Task(s)
To measure changes in strategic writing behavior, all students in all seven classes
classes were given a pre and post on-demand writing task. Students in the intervention
class were given an additional on-demand writing task five weeks after the completion of
the study. Students were asked to write a narrative about a significant event in their life.
Materials for prewriting and planning as well as drafting were available to all students.
The materials included blank paper, any story organizers regularly available in the
classroom writing center, and lined paper. The degree to which students independently
planned their compositions prior to drafting and/or utilized available story organizers
were examined. All teachers adhered to a protocol and teacher script when administering
the pre and post on-demand writing task. The protocol provided step-by-step instructions
for setting up materials, explaining the task to students, dispersing materials,
administering the task, assisting students, and collecting and coding student writing
samples. Further instructions described how to anonymously deliver the samples to the
researcher. A teacher script to ensure uniformity in administration was included (see
Appendix E).
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All on-demand writing tasks were scored for independent use of story organizers
using a scoring protocol and rubric (see Appendix F). A 0 to 3 score was used to describe
students’ use of, complexity, detail, and overall correlation between story organizers and
text. Lower scores indicated little or no evidence of planning and higher scores indicated
a more well-detailed story organizer that correlated to the subsequent composition (see
Figure 3).
________________________________________________________________________
0
No evidence of
planning. Student
did not use a story
organizer.

Figure 3

1

2

3

Partial or limited
completion of a
story organizer. A
limited number of
details included on
story organizer are
evident in the draft
composition.
Student work
demonstrates a
very weak
correlation
between details in
the story organizer
and in the draft
composition.

Story organizer is
complete but
details and
meaning units are
cursory. Details
from organizer are
found in
composition but
are not elaborated.
Details from story
organizer are
simply restated in
draft composition.

Organizer is
complete. Details
and meaning units
are more thorough
or elaborate.
Details and
meaning units from
organizer are
elaborated and
developed within
the composition.

Story organizer planning rubric.

A score of 0 indicated that the student had no knowledge of the purpose or use of
a story organizer. A score of 1 indicated very limited knowledge of the purpose for
prewriting and planning prior to drafting. Further, the lack of, or very weak correlation
between the story organizer and subsequent composition, as evidenced by a score of 1
may more aptly have reflected an automated behavior without a deeper understanding of
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purpose. A score of 2 reflected a partial understanding of the purpose of prewriting and
planning. A score of 3 indicated that the student had a strong understanding of the
purpose for and benefits of prewriting and planning prior to drafting. Rubric scores in the
2 and 3 range were considered to reflect a shift from a mere execution of behavior to an
execution of behavior with the knowledge of the purpose for the behavior.
Both the researcher and a teacher colleague independently scored each writing
sample from the pre, post, and maintenance writing task. Inter-rater objectivity was
dependent on each writing sample receiving an identical score from each rater. Prior to
scoring the on-demand writing samples, the researcher and teacher colleague scored
several unrelated student writing samples using the rubric. Table 3 gives the percentage
of writing samples receiving identical rubric scores from both readers. In cases where
scores differed, the lower score was used. None of the discrepancies in scores between
the raters varied more than a single point.
Table 3
Inter-Rater Objectivity Results When Scoring Student Writing
Group

Pre Test

Post Test

Maintenance

Intervention Class

86%

87%

91%

Comparison Class 1

79%

86%

n/a

Comparison Class 2

100%

100%

n/a

Comparison Class 3

94%

100%

n/a

Comparison Class 4

95%

87%

n/a

Comparison Class 5

96%

95%

n/a

Comparison Class 6

90%

100%

n/a
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Time Spent Planning
Because research indicates that young and novice writers spend little to no time
planning at any stage of the writing process (Sutherland & Topping, 1999; Topping et al.,
2000), an additional measure of changes to strategic writing behavior included a numeric
recording of the actual time each intervention student spent prewriting or planning prior
to drafting the pre, post, and maintenance on-demand writing task. Once the classroom
teacher had delivered instructions for the task and students had gathered materials,
students were told to begin the task. To safeguard against researcher bias during
collection, three colleagues assisted the researcher. Student names were divided into four
groups. The school principal, the reading specialist, a kindergarten teacher, and the
classroom teacher/researcher were each assigned to observe a specific group of students.
Observers recorded the exact amount of time each student spent prewriting and planning
prior to drafting their compositions. Observers also anecdotally recorded student
behaviors noted during prewriting and planning time. Observers used an observation
checklist to ensure consistency in documentation (see Appendix G).
Pre and Post Student Interviews
Initial student interviews were used to establish a baseline of each student’s
knowledge of prewriting and planning as a step in the writing process, as well as their
knowledge of how prewriting and planning can influence composition. Students were
asked to explain the writing process and or the specific steps used when writing a story.
A semi-structured open framework for the interview was used, thereby allowing for
flexibility in responses yet ensuring consistent data collection across all participants (see
Appendix H). Individual interviews were audio-taped and transcribed to help prevent bias
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in the recording of responses. The interview process was repeated at the end of the study
to measure changes in students’ knowledge of prewriting and planning as a discrete and
deliberate stage of the writing process, as well as their understanding of how prewriting
and planning influences composition. The final interview included five additional
questions designed to garner student perspectives about participation in PAL. Again,
individual interviews were audio-taped and transcribed to prevent bias in the
interpretation of responses.
The school’s literacy specialist and a kindergarten teacher with an doctorate in
Learning and Instruction reviewed the interview protocol to determine whether the
questions would adequately measure students’ knowledge of prewriting and planning as a
discrete and deliberate step in the writing process, as well as measure students’
understanding of how prewriting and planning can influence composition. Refinements to
the initial interview protocol were made based on the suggestions given. To gain
experience in conducting the interview and to determine the approximate amount of time
needed for each interview, I piloted the interview protocol with four second-grade
students randomly selected from a single class within the school. The pilot process
resulted in a further refinement of the interview questions. The term “author” used in
several of the interview questions proved to be too abstract and, as such, students had
great difficulty formulating a response to these questions. Once the word “you” was
substituted for “author”, students were able to respond.
Video Recordings of Author’s Chair
Authors’ Chair is a student share session in which students gather to listen to and
respond to each other’s writing. Each day, two students are selected as authors for the
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day. Student authors share their writing, ask for specific feedback, and lead a studentgenerated discussion. Video recordings of Author’s Chair discussions were made at three
separate points throughout the treatment phase to capture authentic student talk about the
writing process. Transcriptions of the student-generated questions were used to reveal
changes in students’ understanding of prewriting and planning as a discrete step in the
writing process.
Writer Self-Perception Scale
Personal attitudes, values, beliefs, and motivation have a significant effect on
students’ literacy acquisition and approach to learning (Bottomley, Henk & Melnick,
1997). To measure students’ internal feelings (an aspect of motivation) during writing,
the Writer Self-Perception Scale (WSPS) was administered both pre and post treatment.
The WSPS is an instrument designed to measure young students’ perceptions of selfefficacy in writing. The WSPS consists of 38 items. Each item represents one of five
scales including: general progress, specific progress, observational comparison, social
feedback, and physiological states. General progress refers to perceptions of needed
assistance, past performance, and patterns of progress. Specific progress refers to more
explicit aspects of writing such as style, organization, and focus. Perceptions of
observational comparison are formed based on how a student rates his/her performance in
relation to peers. Social feedback is derived from direct and indirect feedback that a
student receives from peers, teachers, and family members. Physiological state refers to
the internal feelings a student experiences during writing. Student responses with regard
to physiological states as they relate to participation in strategy instruction in prewriting
and planning in the context of peer-assisted learning was particularly important in
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determining which instructional practices are the most effective for teaching prewriting
and planning to second grade students.
The WSPS is specifically written in simple language and all items are stated in the
positive to ease younger student’s ability to respond. Students respond using a 5-point
likert scale ranging from 5(strongly agree) to 1(strongly disagree). The technical manual
reports the Cronbach alpha reliability estimates for the aforementioned scales as .90, .89,
.90, .87, and .91 respectively. The WSPS has been found to correlate significantly with
children’s actual writing samples (Bottomley et al., 1997). The demonstrated
psychometric properties justify the use of the WSPS in classroom and research contexts.
Because grade 2 students had little to no experience completing a survey
instrument, the survey was retyped using larger font and a more child-friendly format
(see Appendix I). Smiley face icons were added to the rating choices and the response
language was modified to (I totally agree!) to (I really do not think so!). The
teacher/researcher projected a copy of the survey on a large screen using a LCD projector
and a portable document camera. The teacher/researcher read aloud each question and
gave students ample time to mark responses. Students used cardboard privacy screens to
ensure confidentiality of responses.
Researcher Objectivity
As with all qualitative research, the researcher is the primary instrument of data
collection and analysis (Merriam, 2009). All data is filtered and analyzed through the
perspective of the researcher. As such, qualitative research can never claim complete
objectivity. However, several strategies can be implemented to increase the credibility of
findings including adequate engagement in data collection, triangulation, negative case
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analysis, and researcher reflexivity (Merriam, 2009). This study utilized these strategies,
as well as additional safeguards, to increase the credibility of the findings.
Adequate Engagement in Data Collection
Due to the young age of the participants, the extensive amount of time required to
implement the independent variable, and the time needed to observe and measure the
participants’ writing development, it was determined that the classroom teacher would act
also as researcher. Conducting the study in a classroom other than the
teacher/researcher’s would have proposed too great a burden on all potential participants.
Asking another primary grade teacher to relinquish his or her students, as well as the
amount of instructional time needed to adequately conduct this study, was neither
feasible nor educationally appropriate. Because the classroom teacher also acted as
researcher, there were minimal restrictions to the overall length of the study. Given this
flexibility, the study took place over a course of eight weeks during the fall semester.
Collecting data over a long period of time is a key factor in increasing credibility
(Merriam, 2009).
Triangulation
To determine whether prewriting and planning could become an internalized step
of the writing process for second grade students, two forms of triangulation were used.
Multiple methods were used to collect data and multiple sources of data were analyzed
(Merriam, 2009). Both rubric scores and numeric recordings of time spent prewriting and
planning were used to determine changes in student behavior. Responses from student
interviews, rubric scores, and authentic student talk generated during Author’s Chair
discussions were triangulated to determine changes in students’ knowledge of prewriting
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and planning as a discrete and purposeful step in the writing process. Student responses
on the WSPS were used to measure students’ level of enjoyment and satisfaction (an
aspect of motivation) when participating in a modified Writers’ Workshop structure. This
combined data used to measure students’ writing behavior, knowledge, and motivation
again was triangulated to determine overall changes in students’ writing development.
Negative Case Analysis
Another way to increase credibility is to examine the data at the end of data
analysis for disconfirming evidence. Such findings are presented in chapter four.
Researcher Reflexivity
Young students frequently have great difficulty sharing information with adults
unfamiliar to them. It was determined that students would share more complete and
authentic responses with the classroom teacher. As such, careful attention was given to
controlling for researcher bias in the interpretation of data. Reflexivity is the process of
critically reflecting on oneself as researcher (Merriam, 2009). Explaining one’s biases
and assumptions helps the reader understand how data were interpreted. Because the
primary goal of a researcher in case study research is to discover and develop insight, the
outcomes are not a reflection of the individual teacher’s expertise. The hubris one might
develop as a result of a successful experimental study is not readily attained from a case
study. The goal of this study was to discover whether second grade students were
developmentally ready to internalize prewriting and planning as a discrete and purposeful
step in the writing process specifically within a context that promotes peer collaboration.
Acquiring this understanding is key to the development of effective future instruction and
instructional design.
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To further maintain objectivity, I purposefully did not look at or attempt to
analyze any data until the completion of the study. Student work samples were not scored
until after the maintenance on-demand writing activity was given following the winter
break. I originally intended to keep a daily notebook of comments and observations
throughout the study; however, the demands of normal teaching combined with
conducting the research did not allow time for this. I did not change my teaching or
teaching style throughout the study with exception to the administration of instruments
related to this study. Additionally, I did not share the purpose of the study with any
school personnel with exception to the site principal. All second grade teachers knew I
would be collecting student work samples but did not know how they were analyzed.
Comparison Group to Control for Maturation
To control for maturation as a plausible explanation for potential changes in
students’ writing development, all grade 2 students within the school participated in the
pre and post on-demand writing task. The degree to which the students in the intervention
class demonstrated change in their strategic writing behavior (independently prewriting
and planning prior to drafting a composition) was compared to students in the remaining
six grade 2 classes.
Maintenance Task
To determine whether any changes in students’ writing development persisted
over time and to ensure that the changes in students’ writing development could not
solely be attributed to an immediate response to instruction, a follow-up on-demand
writing task was administered five weeks after treatment, following a two-week winter
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vacation. The same procedures used in the pre and post on-demand writing task were
followed.
Additional Safeguards
Additional safeguards were implemented to increase the credibility of the
findings. First and foremost, the study took place in the participants’ natural setting
(Merriam, 2009) and as such reflected the actual experiences of students learning within
an authentic and dynamic environment. Further, two raters (the teacher/researcher and a
teacher colleague) independently scored all student-writing samples generated throughout
the study. Inter-rater objectivity was calculated and presented. To ensure the fidelity in
the administration of the on-demand writing activity by the classroom teacher/researcher,
three additional observers were present. The observers included the site principal, the
reading specialist, and a teacher colleague. Observers were given copies of the protocol
in advance. Observers also assisted in the recording of elapsed time that students spent
prewriting and planning drafts prior to composing drafts.
All interviews were recorded and transcribed. Interview questions were reviewed
by two teacher colleagues prior to being used with participants. Student-led discussions
during Author’s Chair were videotaped and transcribed. The school’s Media Specialist
filmed each session. Finally, the multiple forms of data collected throughout the study
resulted in a vast quantity of data, thereby providing the opportunity for a “thick”
description (Merriam, 2009) of students’ writing development. Data were reread several
times until distinct themes emerged.
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Procedures
The study spanned eight weeks beginning in October and culminating just before
the winter break. Two of the weeks during the intervention period were shortened due to
the Veteran’s and Thanksgiving holidays. During the first week, the entire second grade
(seven classes) completed the pre on-demand writing task. All teachers scheduled a 45minute block in which to administer the assessment and followed the writing task
protocol and script to ensure uniformity in administration. Upon completion of the task,
each comparison class teacher selected a confidential class code and labeled each writing
sample with the code. Class sets were placed in the researcher’s mailbox. The researcher
made copies of each student-writing sample and placed the six sets of copies in a
conference room to be retrieved by the comparison class teachers. Following this
protocol, the anonymity of each comparison class teacher was preserved.
Numeric recordings of actual time that case study students spent prewriting
during the on-demand writing task were recorded. The school reading specialist, the site
principal, and a teacher colleague assisted in the recording. The administration of the
WSPS also occurred during the first week. Because grade 2 students had little to no
experience completing a survey instrument, the survey was retyped using larger font and
a more child-friendly format. The teacher/researcher projected a copy of the survey on a
large screen using a LCD projector and a portable document camera. The
teacher/researcher read aloud each question and gave students ample time to mark
responses. Students used cardboard privacy screens to ensure confidentiality of
responses.
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Initial student interviews designed to establish a baseline of each student’s
knowledge of prewriting and planning as a discrete step in the writing process were
conducted on the Monday of week two. Students met individually with the classroom
teacher/researcher. A substitute teacher provided classroom instruction while interviews
were conducted. The teacher met with each student in a separate location on the campus.
This structure was consistent with the usual assessment protocol utilized in the school.
The students were familiar with this structure.
Beginning Tuesday of the second week, instruction in prewriting and planning
utilizing PAL methods in the context of a previously described modified Writer’s
Workshop began. Students were given a few moments to establish planning partnerships.
All students participated in the modified Writer’s Workshop four times weekly for a
period of seven weeks. During the second week, students were also trained in the
implementation of the student-led collaborative Author’s Chair. Video recordings of
student discussions during Author’s Chair were taken at the beginning, middle, and end
of the study. Student participation in the modified Writer’s Workshop continued
throughout week eight.
During the eighth week of the study, all students from both the case study class as
well as comparisons classes completed the post on-demand writing task. Again, all
teachers followed procedures outlined in the writing task protocol. Additional recordings
of actual time that case study students spent prewriting and planning during the post ondemand writing assessment were recorded. A second administration of the WSPS and
follow-up interviews were conducted. Once again, a substitute teacher provided
classroom instruction while the teacher/researcher conducted the interviews in a separate
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room. A maintenance on-demand writing task used to measure whether the skill of
prewriting persisted overtime was administered five weeks after the posttest following a
school-wide winter vacation break.
Data Analysis
Data were collected from five instruments, each with unique data analysis issues.
To analyze whether students demonstrated changes in writing behavior, all students in
both the intervention class as well as the comparison classes were given a pre and post
on-demand writing task. Students’ writing samples were collected, coded with a
confidential class code and anonymously given to the researcher. Student work was then
examined to determine whether students independently engaged in prewriting and
planning activities prior to drafting a composition. The researcher scored each writing
sample using a story map/composition correlation rubric. Scores ranged from 0-3. A
score of 0 indicated no evidence of planning and a score of 3 indicated a well-detailed
story organizer that correlated to the subsequent composition. Each writing sample
received a separate and independent scoring from a teacher colleague working in the
same school. Inter-rater objectivity was dependent on each writing sample receiving an
identical rubric score.
To further determine changes in students’ writing behavior, the actual amount of
time that the case study students spent planning before beginning to draft compositions
was recorded. Numeric values for each student were totaled and a class mean was
calculated. Individual student results as well as a class mean were calculated for the pre,
post and maintenance task.
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The initial and final student interviews were audio-taped and transcribed. A
thematic analysis of the interviews following a pre-established procedure (see Appendix
J) was used to analyze interview responses. Transcriptions were read and reread for
overall meaning. Meaning units, a string of text that expressed a single coherent thought,
were highlighted. Meaning units were grouped. A general theme for each group of units
was generated and labeled with a short phrase or term that stated the meaning. A table of
themes was created. A summary of each theme was written. An identical process was
used to analyze the student talk generated during Author’s Chair. Student discussions
were video-taped and transcribed.
To analyze changes in students’ internal feelings (an aspect of motivation) after
participating in a modified Writers’ Workshop structure, individual and class results from
the pre and post treatment WSPS were calculated and compared to the norming data of
the instrument. Raw scores for each of the five scales on the WSPS were computed.
Scales included general progress, specific progress, observational comparison, social
feedback, and physiological states. High, average, or low designations were used for each
scale. A score in the average range of the scale indicated that a student’s self-perceptions
were in the normal range. A score in the high range indicated a score that was one
standard deviation beyond the mean and a score in the low range indicated a score that
was one standard deviation below the mean.
Individual student scores as well as a class mean for each scale were compared to
the norming data. Class percentiles indicating the total percentage of students scoring at
each designation for each subscale were calculated. Table 4 presents a summary of the
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instruments used throughout the study as well as a brief description of the analysis
process utilized for each instrument.
Table 4
Summary Chart of Instruments and Data Analysis
Date
October

Instrument
• Rubric
• Numeric Recording
• Interview
• Video Recording of
Author’s Chair
• WSPS

Description of Data Analysis
Student writing scored based on a 0-3 scale
Total time students spent planning and
prewriting prior to drafting stories
Thematic analysis of responses
Thematic analysis of student talk/discussion
Individual scores calculated and compared
to norming data

November

• Video Recording of
Author’s Chair

Thematic analysis of student talk/discussion

December

• Rubric
• Numeric Recording

Student writing scored based on a 0-3 scale
Total time students spent planning and
prewriting prior to drafting stories
Thematic analysis of responses
Thematic analysis of student talk/discussion

• Interview
• Video Recording of
Author’s Chair
• WSPS

January

• Rubric

Individual scores calculated and compared
to norming data
Student writing scored based on a 0-3 scale

Summary
The mixed methods case study design used in this study allowed for the collection
of rich data. This vast quantity of data allowed for a thick description of changes in
students’ overall writing development. A “thick” description is defined as a complete and
literal description of an entity being investigated (Merriam, 2009). Over 325 studentwriting samples were generated and analyzed. Transcripts from 46 student interviews
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were read and reread until distinct themes emerged. Videotapes from six student-led
Author’s Chair discussions were viewed and transcribed. Again, transcripts were read
and reread until distinct themes emerged. The 38 item WSPS was administered at both
the onset and the completion of the study so any potential changes in student’s level of
motivation or self-perceptions of themselves as writers as a result of participating in a
modified writing structure could be determined. All data was triangulated and as such
the answers to the research questions resulted from the convergence of several forms of
data and not the results of a single instrument. Several safeguards were employed to
reduce bias and maintain objectivity in the interpretation of results.
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CHAPTER IV
FINDINGS
Chapter four is organized around the three research questions guiding this study.
This chapter begins with a presentation of the findings that relate to changes in students’
writing development. These changes were used to determine whether primary-age
students could internalize prewriting and planning as a discrete and important stage in the
writing process [research question one]. Changes in students’ writing development are
subcategorized into three themes: (a) writing behavior, (b) writing knowledge, and (c)
motivation. This is followed with the results used to determine whether this skill persisted
over time [research question two]. The findings used to determine which instructional
practices are the most effective for teaching prewriting and planning to second grade
students [research question three] follows. A summary of findings is presented followed
by disconfirming evidence. The chapter concludes with a brief summary.
Research Question 1
Internalization occurs when one’s behavior, knowledge and attitude become part
of one’s nature. To determine whether prewriting and planning could become an
internalized step of the writing process for second grade students, an examination of
students’ writing development from multiple perspectives was required. Because writing
development is multifaceted and refers to changes that occur in student’s strategic writing
behavior, knowledge and motivation (Harris, Graham & Mason, 2006), the data relating
to each theme are presented individually.
Writing Behavior
Separate from determining the degree, purpose, and complexity of an individual’s
use of a story organizer prior to writing is simply to determine whether the mere behavior
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of selecting and using a story organizer has become an automated process for students.
Results from the on-demand writing activity revealed changes in students’ writing
behavior. Table 5 shows the percentage of students in both the intervention class as well
as the comparison classes who independently selected to use a story organizer prior to
drafting during the pre and post on-demand writing activity. Results indicated that for all
comparison classes the number of students who did not independently planned stories
prior to drafting, as evidence by the use of a story organizer, remained constant and/or
increased between the pre and post testing sessions. The opposite behavior occurred in
the intervention class in which the number of students who did not independently chose
to use and complete a story organizer decreased from 41% at the pretest to 4% at post
testing.
Table 5
Percentage of Students Scoring 0 on the Story Organizer Planning Rubric
________________________________________________________________________
Group ID
Pre Test
Post Test
Maintenance
Intervention Class
41%
04%
18%
Comparison Class 1

11%

36%

Comparison Class 2

95%

100%

Comparison Class 3

82%

95%

Comparison Class 4

52%

52%

Comparison Class 5

82%

95%

Comparison Class 6
85%
100%
________________________________________________________________________
Note. A score of 0 on the Story Organizer Planning Rubric is described as No evidence of
planning. Student did not use a story organizer.
A second indicator of changes in writing behavior was the amount of time a
student spent prewriting or planning prior to drafting text. To measure
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prewriting/planning time, observers recorded the total number of minutes that individual
students in the intervention class spent observably thinking and planning writing prior to
drafting stories. The elapsed time between the official start time of the assessment, once
instructions were given and materials were gathered, and when students started drafting
was recorded.
Table 6 shows the number of total minutes and seconds that each student in the
intervention class spent prewriting and planning prior to drafting their compositions. The
mean number of minutes that students spent planning and prewriting during the pretest
was 5 minutes and 54 seconds. The mean increased to 6 minutes and 38 seconds at
posttest and then to 9 minutes and 48 seconds at maintenance.
A careful examination of individual scores revealed potential outlier scores for
each on-demand writing session. When the score for student S13 was removed from the
pretest on-demand writing activity, the score for student S15 was removed from the
posttest, and the scores for students S8, S14, and S15 were removed from the
maintenance, the means dropped to 4 minutes 48 seconds, 5 minutes 56 seconds, and 6
minutes 48 seconds respectively. Regardless of whether the means were adjusted to
account for potential outlier scores, the same pattern was reflected by the data—students
in the intervention class increasingly spent a greater amount of time prewriting and
planning from pretest to maintenance.
Anecdotal notes of student behavior recorded by the observers during the pre,
post, and maintenance on-demand writing activity revealed that the five out the six
students identified as potential outliers were in fact fully engaged in planning and
prewriting during the observational period. Anecdotal notes revealed that only student S8
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at maintenance was unfocused and seemingly disengaged for 15 of the 22 minutes
recorded as planning time.
Table 6
Elapsed Time Individual Students Spent Thinking and/or Filling Out a Story Organizer
Before Beginning Drafting Actual Composition
Student ID
S1
S2
S3
S4
S5
S6
S7
S8
S9
S10
S11
S12
S13
S14
S15
S16
S17
S18
S19
S20
S21
S22
S23

Pretest
3:20
14:50
absent
4:51
2:46
0:40
6:15
2:32
2:17
1:04
4:48
3:18
23:38*
6:17
8:27
0:26
1:01
9:56
0:02
8:20
4:29
10:57
9:00

Post Test
6:37
10:30
6:25
4:36
5:31
6:48
12:22
5:15
5:02
5:27
8:20
7:10
3:30
8:46
16:06*
4:10
0:17
4:46
7:14
4:09
5:29
7:56
6:08

Maintenance
11:25
13:00
1:12
10:08
absent
11:00
12:38
22:00*
7:15
0:38
5:38
0:39
8:27
19:20*
18:29*
absent
6:00
6:57
absent
6:45
12:06
11:51
5:27

Group mean
5:54
6:38
9:48
Adjusted mean
4:49
5:56
6:48
Note. Adjusted means represent the group mean once outlier scores were removed.
Outlier scores are marked with an *.
Writing Knowledge
Several forms of data were used to measure changes in students’ knowledge of
prewriting and planning as a discrete and purposeful step in the writing process. To
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measure students’ knowledge of how prewriting and planning could influence
composition, the complexity of each student’s story organizer was analyzed. Table 7
presents the proportion of students in each class scoring at each of the 0-3 rubric levels on
the pre and post on-demand writing activities. Very few students in the comparison
classes received a rubric score of 2 or 3 for either the pre or post on-demand writing
activity. In three of the six comparison classes, none of the students received a rubric
score of 2 or 3 for the post writing activity. At pre testing, Comparison Class 1 most
closely resembled the intervention class with regard to rubric scores reflecting an
understanding for the purpose of prewriting and planning. At pretesting, 31% of students
in Comparison Class 1 and 36% of intervention class students received rubric scores of 2.
None of the students in either class received a rubric score of 3 at pretesting. Scores for
the students in Comparison Class 1 diminished at post testing, with only 9% of students
receiving a rubric score of 2 and no students receiving a score of 3.
The opposite pattern occurred with the rubric scores for students in the
intervention class. At post testing, 35% of students in the intervention class received a
rubric score of 2 and 39% of students received a rubric score of 3 for a total of 74% of
intervention students receiving a rubric score of either a 2 or 3 at post testing.
Student interviews also were used to measure students’ knowledge of the writing
process, more specifically, their knowledge of prewriting and planning as a discrete and
purposeful step in the writing process, as well as how prewriting and planning can
influence composition. Initial interviews were used to establish a baseline of each
student’s level of understanding.
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Table 7
Story Organizer Planning Rubric Scores Presented in Group Proportions

Group ID

Rubric Score
(0)
Pre
Post

Rubric Score
(1)
Pre
Post

Rubric Score
(2)
Pre
Post

Rubric Score
(3)
Pre
Post

Intervention Class

.41

.04

.23

.22

.36

.35

0.0

.39

Comparison Class 1

.11

.36

.58

.55

.31

.09

0.0

0.0

Comparison Class 2

.95

1.00

.05

0.0

0.0

0.0

0.0

0.0

Comparison Class 3

.82

.95

.18

.05

0.0

0.0

0.0

0.0

Comparison Class 4

.52

.52

.29

.22

.10

.17

.09

.09

Comparison Class 5

.82

.95

.09

0.0

.09

.05

0.0

0.0

Comparison Class 6

.85

1.00

.10

.00

.05

.00

0.0

0.0

Responses from the initial interviews revealed that 22 of the 23 students had
never heard of the writing process. When the question was restated asking for the steps
used to write a story, only one student mentioned planning or prewriting stating that he
“fills out a form before writing.” The remaining 22 responses were grouped into two
main themes: (a) relying exclusively on mental processes and (b) knowledge of story
structure. With regard to relying on mental processes, when asked to explain the steps to
writing a story, 15 students shared a single mental process. Responses included: think
about an event, think of an idea, think of characters, think of a type of story [genre], think
of a beginning, and visualize a picture. With regard to the second theme, knowledge of
story structure, seven students stated that the steps to writing a story included making
sure that the story had a beginning, middle and end. When further asked how these
students determined where the beginning, middle, and end of the story was, only five
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students were able to articulate a response. Two students relied on intuition, stating, “You
just have to think.” Two students equated story structure to overall length of the
composition stating that “The beginning is short, the middle is long, and the end is short.”
One student related story structure to specific aspects of the composition stating, “The
beginning is a title, the middle is the action, and the end is like going home.”
In a second attempt to probe students’ knowledge of the steps in the writing
process, students were asked what a writer does once he or she has an idea. Two themes
emerged from their responses: (a) stream of consciousness approach: no knowledge of a
multi-step process and (b) process approach: limited knowledge of a multi-step process.
Nineteen students demonstrated no knowledge of a writing process. Responses included
“just start writing” or “think for a bit then start writing”. The remaining four responses
were labeled as limited knowledge of a multi-step process and included: sketch then
write; write then publish; write a title then write the story; and, fill out a form, write a
story and draw pictures.
When students were asked how they knew when their story was finished,
responses were grouped into three themes: (a) intuition, (b) no idea, and (c) knowledge of
story structure. Of the 14 responses given, nine students relied on intuition stating, “you
just run out of ideas” or “you just finish with your idea.” Three students stated that they
did not know. Two students stated that a story is finished when it has a beginning, middle
and end that make sense.
At post interview, 21 students answered affirmatively when asked whether they
had heard of the writing process. When further asked to explain the writing process,
responses were grouped into three themes: (a) knowledge of a multi-step writing process,
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(b) knowledge of a multi-step writing process including collaborative planning, and (c)
stream of consciousness: no knowledge of a multi-step process.
Table 8 shows a synthesis of student responses below each of the three major
themes. A total of 21 students shared knowledge of a multi-step writing process. Nine of
the 21 students shared knowledge of a multi-step writing process including collaborative
planning. Two students shared no knowledge of the writing process. With regard to
knowledge of planning as a discrete and specific stage in the writing process, further
analysis of student responses revealed that 19 students mentioned planning (with or
without collaboration) as a specific step in the writing process.
When students were further probed to explain what “planning” meant, responses
were grouped into two themes: (a) a process-oriented description of planning and (b) a
stated purpose for planning. Of the 19 students who mentioned planning as part of the
writing process, 11 described it an active process. Responses included, “pick an event and
interview your partner using the questions,” “answer the questions on the map,” and
“write down main events including who, what where.” Eight students stated a purpose for
planning. Responses included, “it [planning] gets your story in place,” and “it [planning]
helps you write the story.”
When students were asked to explain the purpose for story mapping (completing a
story organizer) prior to drafting stories, responses were grouped into three themes: (a)
mapping as an organizational strategy, (b) story maps used as a reference tool, and (c)
story maps used as a planning tool. Two students mentioned using a story map as an
organizational tool. Responses included: “It [my story map] helps me organize my story
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into sections or chapters,” and “It [my story map] keeps me focused and helps my
paragraphs fit together.”
Table 8
Knowledge of the Writing Process: Themes and Student Responses
Theme A
Multi-step Process

Theme B
Multi-step Process
w/collaboration

Plan/map, write, edit, revise and
publish (5-steps) 1 response

Interview and plan story map with a
partner, write and publish (3 steps)
3 responses

Pick event, map it out, write,
edit, revise, publish (6-steps)
8 responses

Interview and plan story map with a
partner, write, edit, revise and publish
(5 steps) 6 responses

Theme C
Stream of
Consciousness
Just think then
write
2 responses

Get idea, write, edit, publish
(4-steps) 2 responses
Map/plan, draft, publish
(3-steps) 1 response

The most common theme regarding the purpose for story mapping was using
story maps as a reference tool. Nine students mentioned using the story map as a point of
reference as they write. Student responses included, “It [the story map] helps me
remember what to write,” and “I can check it [the story map] if I have a problem as I
write.” One student mentioned using a story map as a planning tool stating, “It [my story
map] helps me write important events and not things that are not important.”
To garner students’ perspectives of the personal relevance of planning and
mapping stories, students were asked inwhat ways story mapping personally helped them
as a writer? Three clear themes arose from their responses, including: (a) organizational
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tool, (b) reference tool, and (c) quality of writing. Table 9 shows a synthesis of student
responses within each theme. Many students shared responses that included aspects from
one or more of the themes.
Table 9
Personal Relevance: Themes and Student Responses
Theme A
Organizational Tool
It makes you know what you
are going to write. It reminds
you about the scenes and
what you are going to write
6 responses

Theme B
Reference Tool
You can look at it if you forget
what you are writing. It tells you
what you need.
9 responses

Theme C
Quality of Writing
It helps you include
more details
2 responses

It keeps you from getting the
story all mixed up. It helps
you know the beginning,
middle, and end
5 responses

It helps you remember who is in
your story and what it’s about
5 responses

It helps with revising
1 response

Mentioned referring to the story
map while drafting their
composition
12 responses

Videotapes of discussions during the student-led Author’s Chair were used as a
third instrument to measure changes in students’ overall knowledge of the writing process
as well as knowledge in the purpose for and importance of prewriting and planning.
Author’s Chair was filmed at the three points throughout the study: during the first week,
half way through the study, and once again during the final week. Two separate authorled discussions were filmed at each share session. To determine whether students were
internalizing knowledge of the writing process, student discussions were analyzed for
three factors including (a) students’ ability to independently lead discussions focused on
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the writing process, (b) quality of author’s requests for specific support and feedback
from peers, and (c) quality of peers’ questions and responses.
To determine students’ ability to lead conversations, the overall number of teacher
interjections, in the form of guiding questions or statements, required to maintain a
focused and purposeful discussion was recorded. Teacher interjections were grouped into
two themes: (a) statements and questions to guide planning and story development, and
(b) clarifying questions. Sample teacher interjections reflecting assistance in planning
included, “I think it is time to plan the third event,” and “We need to spend time
interviewing her with our questions and help her develop details for her story.” Sample
clarifying interjections included, “Do we all understand what the author is asking?” The
total number of teacher interjections decreased from nine interjections during the initial
Author’s Chair discussions to four interjections at the second filming. By the final
session, student authors were able to independently lead discussions. The teacher made
only two interjections. Of all teacher interjections, all but two were classified as guiding
planning and story development.
Student authors began share sessions with an independently generated, specific
request of their peer audience (Table 10). Of the six Author’s Chair discussions recorded,
four student authors requested assistance in the planning process from their peer
audience. Two authors requested compliments for a completed composition.
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Table 10
Author Requests for Peer Support and Feedback During Author’s Chair
Author’s Chair Session
Video #1

Author Request
Author #1 Request: I need some help planning the
events for my story (Author had story organizer
partially completed. Author shared organizer with
peers)
Author #2 Request: I need what, where, when, who,
and three events (Author had a blank story
organizer)

Video #2

Author #1 Request: I want compliments for my story
(Author shared a completed story organizer and
story)
Author #2 Request: I want compliments
(Author shared a completed story organizer and
story)

Video #3

Author #1 Request: I want help on my story
(Author shared story organizer and partially
completed story)

Author #2 Request: I want ideas to make a new
story (Author had a blank story organizer projected)
________________________________________________________________________
Peer responses, questions, and statements peers generated during Author’s Chair
were classified into five themes. The five themes were (a) questions/statements to elicit
details and/or generate ideas, (b) clarifying questions, (c) questions/statements regarding
the lack of correlation between story organizers and composition, (d) compliments, and
(e) story planning suggestions. Table 11 indicates the total number and type of response
from each share session. A comparison between Table 10 and Table 11 reveals a strong
correlation between the frequency of responses within each theme and the specific
request of the author leading the discussion. At Author’s Chair 1, both authors requested
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story-planning assistance. Student responses reflected this form of assistance. The two
authors leading Author’s Chair #2 both requested compliments for a completed story.
The majority of peer responses were categorized as compliments. At Author’s Chair 3,
the first author requested idea generation for a partially completed story and the second
author requested assistance planning a new story. Peer responses indicated assistance in
both.
Table 11
Classification and Frequency of Student Responses During Author’s Chair
Response Theme
Ideas & Details

Author’s Chair 1
24

Author’s Chair 2
2

Author’s Chair 3
17

Clarifying

1

1

3

Correlation

0

7

2

Compliments

0

13

0

Planning

17

0

5

While none of the authors specifically requested assistance with regard to
confirming a correlation between story organizers and subsequent compositions, peers
independently mentioned a lack of correlation between events and details included in
story organizers and actual events and details included in stories. Student statements
included: “You didn’t put your grandma in your story map even though she talks in your
story.” and “How come in your story map you put your grandma and grandpa on your
map but they are not in your story?” and “You have to follow what you said on your map.
If you don’t, your story won’t make sense. You can’t just leave stuff out.”
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Motivation
Personal attitudes, values, beliefs, and motivation have a significant effect on
students’ literacy acquisition and approach to learning (Bottomley et al. 1998). To
measure students’ internal feelings during writing, an aspect of the internalization
process, the Writer Self-Perception Scale (WSPS) was administered both pre and post
treatment. Results from the WSPS, as indicated in Table 12, revealed that intervention
students’ self-perceptions were at or slightly above the normal range both prior and
subsequent to participation in a modified Writers’ Workshop emphasizing peer
Table 12
Writer Self-Perception Scale Class Means and Group Proportions for Each Subscale
Pre and Post Intervention
WSPS Subscales

General Progress

WSPS

Pre Intervention

Mean

Group Proportions

Pre Intervention
Class Mean

Post Intervention
Group Proportions

Post Intervention
Class Mean

H 39
A 35
L 30

.18
.59
.23

35

.35
.45
.20

35

H 34
A 29
L 24

.26
.70
.04

30

.22
.61
.17

28

Observational
Comparison

H 37
A 30
L 23

.14
.82
.04

32

.22
.74
.04

32

Social Feedback

H 32
A 27
L 22

.31
.65
.04

29

.33
.57
.10

30

Specific Progress

Physiological States H 28
.55
.435
A 22
.36
26
.435
25
L 16
.09
.13
Note. H indicates a high score that falls one full standard deviation above the mean score.
A is the average or mean score of the norming population.
L indicates a low score that falls one full standard deviation below the mean score.
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collaboration and planning. At post intervention, students’ self-perceptions on three of
the five subscales—observational comparison, social feedback and physiological states—
were above the mean of the norming population. These three subscales are most closely
related to the purpose of this study as they reflected the perceptions that students may
develop as a result of working within a collaborative context. The actual proportion of
students scoring in the high, average, and low range on each subscale of the WSPS also
was reported.
Research Question 2
To determine whether students’ knowledge of and use of prewriting and planning
had become an internalized process and was not an immediate response to intervention, a
maintenance on-demand writing activity was administered five weeks after the
intervention. Again both the total time that students spent prewriting and planning prior
to drafting compositions, as well as the use of and complexity of story organizers, were
recorded and analyzed. As previously stated, the mean number of minutes that students
spent planning and prewriting during the pretest was 5 minutes and 54 seconds. The
mean increased to 6 minutes and 38 seconds at posttest and then to 9 minutes and 48
seconds at maintenance. When scores were adjusted to account for potential outlier
scores, the mean number of minutes at each session decreased to 4 minutes 48 seconds at
pretesting, 5 minutes 56 seconds at post testing, and 6 minutes 48 seconds at
maintenance. Regardless of whether times were adjusted for potential outlier scores,
students spent a greater number of minutes prewriting and planning prior to drafting
compositions five weeks after the treatment period and subsequent to a two-week winter
vacation.
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Rubric scores at maintenance also suggested that students in the intervention class
had internalized the skill of prewriting and planning. While the total proportion of
students receiving a rubric score of 2 or 3 decreased after treatment from 74% to 68%,
the change was minimal. Further, the total number of students receiving a rubric of 3
increased from 39% at posttest to 54% at maintenance. Table 13 presents the proportion
of intervention students with each rubric score.
Table 13
Proportion of Intervention Students with Each Rubric Score
Testing Period

Rubric
Score of 0

Rubric
Score of 1

Rubric
Score of 2

Rubric
Score of 3

Pre Test

.41

.23

.36

.00

Post Test

.04

.22

.35

.39

Maintenance

.18

.14

.14

.54

Research Question 3
Student perceptions are a critical component when determining what instructional
practices are effective for teaching writing. A second set of questions designed to capture
students’ perceptions regarding collaborative planning was administered during the post
interview. Interview responses revealed that 20 of the 23 students enjoyed working with
their planning partner. The three remaining students stated that they were not sure or
“kind of” enjoyed working with their partner. When asked how students selected
planning partners five main themes emerged. Students selected partners based on: (a)
partner’s abilities, (b) behavioral expectations, (c) a friend or positive prior experience
with a person, (d) a forced choice, and (e) the desire to work with someone new.
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Table 14
Reasons for Partner Selection
Theme
Ability

Frequency
4

Reason
He is a smart kid.
He/she is a good writer.

Behavior

5

Friend but one who would not goof off.
Someone who was not a recess buddy.
Same gender and someone who would not goof off.

Friend

5

Someone I like.
Enjoy working with the person in other activities.

Forced
Choice

7

Partner picked me.
Limited choices.

Someone
New

2

Wanted to work with someone new

Because planning partners were self-selected, partnerships did not reflect the
traditional characteristics of teacher-selected groupings, such as student ability, gender,
and/or behavioral considerations. Table 15 reveals the characteristics of individual
partnerships. Due to the odd number of students in the class, only 11 pairings could be
analyzed. The odd student was matched with the teacher throughout the treatment. With
regard to student ability, seven of the partnerships were classified as cross ability and
four were classified as same ability. Ability scores were based on the entry data of each
student. The prior year teachers collectively analyzed each student’s end-of-year writing
sample using a writing profile local assessment. Teachers rated individual students as
either developing, secure, or exceeding grade level expectations with regard to writing.
These qualitative descriptions correspond to low, average, or high achievement levels.
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Each designation was considered to be separate and distinct implying a differentiated
level of writing ability.
Table 15
Self-Selected Partnership Characteristics
________________________________________________________________________
Grouping
Gender
Writing Ability
Description
Enjoyed
of Partnership
Partnership
S1/S3
M/M
Average/Average
Same Ability
+/+
S2/S18

F/F

Low/Average

Cross Ability

+/+

S4/S12

M/M

Average/Low

Cross Ability

+/+

S5/S22

F/F

High/Average

Cross Ability

+/+

S6/S10

M/F

Low/High

Cross Ability

+/+

S7/S21

M/M

Low/Low

Same Ability

+/+

S8/S19

M/F

Average/Low

Cross Ability

+/?

S9/S14

F/F

High/High

Same Ability

+/+

S11/S16

F/F

Average/Average

Same Ability

+/+

S13/S17

M/M

Low/Average

Cross Ability

?/+/-

S20/S23

M/M

Average/Low

Cross Ability

+/+

Note. + indicates student working with his or her partner
? indicates student was unsure
+/- indicates student “kind of” enjoyed working with his or her partner
With regard to gender, nine of the 11 pairings included students of the same
gender. Every member of same ability partnerships reported enjoying working with their
partner. Each member in five of the seven cross ability partnerships reported enjoying
working with their partner.
To capture students’ perspectives of the personal relevance of partner planning,
students were asked whether having a planning partner personally helped them as a writer
and, if so, how? Nineteen students responded that having a partner did help them as a
writer. One student responded that it “kind of” helped and three students were unsure.
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When further probed to explain how students benefitted from having a planning partner,
five themes emerged including: (a) idea generation, (b) revision, (c) collaboration, (d)
organization, and (e) editing. Table 16 reveals the frequency and types of responses that
students shared. Several of the responses that students shared incorporated aspects from
one or more of the themes.
When students were asked whether they preferred to plan stories alone or with a
partner, 16 students responded that they preferred to work with a partner. Two students
had no preference and three students shared that they would prefer to plan alone. Two of
the students did not respond to the question.
Table 16
How Partner Planning Benefits the Writer: Themes and Responses
Theme
Idea Generation

Frequency
7
11
6

Response
Partner pulled out ideas and details
He/she asked lots of questions
He/she helped me think about the
story/events/topic.

Revision

6

Partner knows ideas so can suggest that you
add more details.

Collaboration

4

You get to think together.
It gives you someone to talk to.

Organization

1

Partner knows your ideas and helps you
write clearly.
Partner helped me get my story in the
correct order.

1
Editing

4

Helps with spelling/editing.
Disconfirming Evidence

While the preponderance of evidence revealed that the majority of students in the
intervention class internalized prewriting and planning as a discrete and purposeful step
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in the writing process and that this skill persisted overtime, this was not true for all
students. While only one student (S17) did not independently use a story organizer prior
to composing a narrative at posttest, the total number of students electing not to use a
story organizer increased at maintenance. Four students (S3, S10, S12 & S17) received a
rubric score of 0 indicating that they did not select to use a story organizer prior to
drafting. A careful examination of the number of minutes that students spent planning
and prewriting prior to drafting revealed that the total number of minutes that three of the
four aforementioned students (S3, S10 & S12) spent observably planning significantly
decreased between posttest and maintenance. Numeric scores for these students changed
from 6 minutes to 1 minute; 5 minutes 27 seconds to 38 seconds; and 7 minutes 10
seconds to 39 seconds, respectively.
An examination of rubric scores also revealed that while 68% of students received
a rubric score of 2 or 3, indicating a shift from a mere execution of behavior to an
execution of behavior with the knowledge of the purpose for the behavior, 32% of the
class did not demonstrate this understanding. This limited understanding of prewriting
and planning also was revealed in student responses to interview questions. At the end of
treatment two students were unable to articulate any knowledge of the writing process.
With regard to student motivation and levels of satisfaction when participating in
a modified writing structure emphasizing peer collaboration, responses on the WSPS
indicated that the proportion of students scoring in the low range (one full standard
deviation below the norming mean) increased on three of the five subscales—specific
progress, social feedback and physiological states. Changes in proportions were .04 to .17
for specific progress, .04 to .10 for social feedback, and .09 to .13 for physiological
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states. While these proportions do not reflect the self-perceptions for the majority of
students, they do indicate that the structure was not a positive experience for all students.
Student responses to post interview questions also revealed some dissatisfaction
regarding participating in a collaborative structure. Three students indicated that they
preferred to a plan story alone rather than working with a planning partner.
Summary of Findings
The data from this study indicate that the majority of students in the intervention
class internalized prewriting and planning as a discrete and purposeful step in the writing
process and that this skill persisted overtime. The percentage of students who
independently used a story organizer prior to composing a narrative increased from 59%
at the onset of the study to 96% at post testing. At five weeks after the completion of the
study, 82% of students continued to independently use a story organizer prior to
composing a narrative. This change in behavior also was reflected by the total number of
minutes that students spent observably planning and prewriting prior to drafting
narratives. The mean number of minutes intervention that students spent planning
increased from 5 minutes 54 seconds at pretesting to 6 minutes and 38 seconds at post
testing. The mean increased to 9 minutes and 48 seconds at maintenance. This same
pattern emerged even when potential outlier scores were removed.
Changes in students’ knowledge of prewriting and planning were reflected in both
rubric scores and interview responses. Rubric scores in the 2 and 3 range were considered
to reflect a shift from a mere execution of behavior to an execution of behavior with the
knowledge of the purpose for the behavior. The total percentage of intervention students
scoring in the 2 and 3 range increased from 36% at pretesting to 74% at posttest. Sixty-
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eight percent of students received a rubric score of 2 or 3 at maintenance. Interview
responses corroborated this finding. At the completion of the study, 21 of the 23 students
shared knowledge of the writing process. Nineteen students mentioned planning as a
specific step in the process. Of the 19 students who mentioned planning, nine students
described planning as a collaborative process.
With regard to student motivation, group means on all subscales of the WSPS
were considered in the average range both prior and post treatment. At post intervention,
students’ self-perceptions on three of the five subscales—observational comparison,
social feedback and physiological states—were above the mean of the norming
population.
Student perceptions and levels of satisfaction are important factors in determining
effective instructional practices. In addition to the positive self-perceptions reported on
the WSPS, student interview responses revealed that 20 of the 23 students enjoyed
working with their planning partners. Nineteen students responded that having a partner
helped them as writers.
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CHAPTER V
SUMMARY AND IMPLICATIONS
Chapter Five begins with a summary of the study and is followed by a summary
of the findings. An explanation of the limitations associated with the design and
implementation of the study as well as with the generalizability of the results is
presented. A discussion of the findings in light of the limitations follows. The chapter
ends with a presentation of the implications for theory, classroom practice, and further
research.
Summary of Study
One’s ability to write clearly and persuasively is a critical factor in advancing
knowledge and sharing ideas (National Commission on Writing, 2004; U.S. Department
of Education, 2008). The National Commission on Writing (2003, 2006) stated that
proficiency in writing skills is necessary if students are expected to succeed in school,
college and life. Unfortunately, despite the obvious importance of writing to school,
college, and future employment, students are not developing the writing competence
needed at their respective grade levels to be successful in college and beyond (Graham &
Perin, 2007a).
An explanation for the lack of improvement in students’ writing ability may be
attributed to a national emphasis on reading and math achievement (Applebee & Langer,
2006, 2009), changes to instruction as a result of the effects of high-stakes, statemandated testing (Applebee & Langer, 2009; Brindley & Schneider, 2002; Higgins,
Miller & Wengmann, 2006) and considerable variations in the implementation of
process-oriented instruction (Applebee & Langer, 2006). Because many of these factors
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are associated with the teaching of older students a focus on the younger learner was
warranted.
Current writing theory and curriculum frameworks (California Department of
Education, 2007) support this need to focus on the younger learner, stating that primary
age students should be taught to utilize the complete writing process. Emphasis
throughout instruction of the writing process should be placed on planning and revision
(California Department of Education, 2007). If prewriting and planning can become an
internalized step in primary students’ writing development, then the focus of writing
instruction after the acquisition stage of learning can be on the quality, complexity, and
content of writing as well as more cognitively challenging aspects of the writing process,
including revising and creating multiple drafts.
Unfortunately, research reveals that younger students may not be receiving this
form of instruction (Cutler & Graham, 2008). The teaching of process writing,
specifically planning and revising strategies, are not receiving enough attention (Graham
& Perin, 2007a; Harris, Graham & Mason, 2006; Rogers & Graham, 2008; Tracy et al,
2009). As a result, novice writers are failing to undertake any form of planning at any
stage of the writing process (Sutherland & Topping, 1999; Topping, Nixon Sutherland &
Yarrow, 2000).
One possible explanation for this lack of planning may be the absence of
opportunities for younger students to learn and practice planning strategies in a
developmentally appropriate context. Writing is increasingly being viewed as a social
rather than solitary activity (Sutherland & Topping, 1999). Younger learners rely heavily
on social feedback as they transition from oral language expression to written language
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expression (Shute, 2008). Sociocognitive learning theory (Vygotsky, 1978) states that
social learning precedes cognitive development and as such, learning appears twice: first
on a social level and second on an individual level. Peer-assisted learning (PAL),
specifically collaborative planning during the prewriting phase of the writing process, is
one way to provide students with the social support they need to develop prewriting and
planning skills. Collaborative planning allows the younger or novice writer to orally
discuss, plan, conceptualize, and revise a piece of writing prior to applying pencil to
paper and provides multiple opportunities for giving and receiving task-level, formative
feedback. As learners work together to conceptualize a piece, ideas are generated, details
and events can be elaborated upon, clarifying questions can enhance text organization,
and misconceptions can be remedied—all of which can be very challenging for young
and novice writers.
Unfortunately, there is a complete lack of research examining the benefits of peer
collaboration during the planning process with primary-age children. Only one study
examining the effects of peer assistance combined with strategy instruction focused on
prewriting and planning with younger students was found (Harris, Graham & Mason,
2006). The study specifically examined the effects of training students to use prewriting
strategies in conjunction with self-regulating strategies both with and without peer
support. This present study sought to examine the benefits of peer collaboration during
the prewriting phase of the writing process without specific training in self-regulating
procedures.
The research questions guiding this study included the following.
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1. Can prewriting and planning become an internalized step of the writing process
for second grade students?
2. If second grade students can be taught to independently engage in prewriting and
planning strategies prior to drafting a text, does this skill persist over time?
3. What writing structure is the most effective for teaching prewriting and planning
to second grade students?

A mixed-methods case study research design was used. This methodology
allowed for an in-depth examination of changes that occurred in second-grade students’
writing development. Participants for this case study were drawn from a convenience
sample comprised of one intact balanced class of 23 grade 2 students from a K-2 public
school in northern California. The comparison group included the remaining 135 grade 2
students within the school. The groups were determined to be roughly equivalent because
classes were formed and balanced prior to assignment to a specific teacher.
The independent variable was an eight-week language arts unit in which students
were taught to compose a personal narrative using the entire writing process. Instruction
emphasized peer-assisted learning, specifically collaborative planning during the
prewriting and planning phase of the writing process. A process-oriented approach to
teaching within the context of a modified Writers’ Workshop structure was used. The
modified Writers’ Workshop occurred four times weekly for a period of 60-75 minutes.
Modifications included the formation of student-selected planning partners, explicit
strategy instruction in collaborative prewriting and planning, and training in the
implementation of a student-led collaborative Author’s Chair emphasizing prewriting
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and planning. A change in the order of occurrence of the main components of the daily
workshop was also made. The modified workshop included a teacher-directed mini
lesson followed by a student-led collaborative Author’s Chair, independent writing time,
and peer and student/teacher conferences.
At the onset of the treatment phase, students self-selected planning partners with
whom they co-planned all stories. Students received direct and explicit instruction in
collaborative planning using a personal narrative story organizer. Partnerships remained
intact throughout the treatment phase. The goal of the modified workshop structure was
to provide a writing environment that supported the social learning needs of the younger
writer while placing an emphasis on the planning and prewriting stage of the writing
process.
A process-oriented approach to teaching writing within the context of a standard
Writers’ Workshop structure without specific emphasis in PAL was used in the
comparison classes. All second grade teachers focused instruction on teaching students
to compose text using the complete writing process. The specific genre taught in each of
the comparison classrooms was left to the discretion of the individual teacher. The
dependent variable was an on-demand writing task in which all second grade students
were asked to draft a personal narrative. The degree to which students independently
engaged in prewriting and planning prior to drafting a composition was evaluated. The
same instrument was used at pretest and at maintenance, five weeks after the conclusion
of the study.
Because writing development is multi-faceted, four additional instruments were
deemed necessary to measure the effects of the independent variable in depth. To further
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measure changes in students’ writing behavior numeric recordings of the actual time
intervention that students spent observably prewriting and planning prior to drafting
narratives was recorded during the pre, post, and maintenance on-demand writing task.
Student interviews prior and post treatment were conducted to measure changes
in students’ knowledge of prewriting and planning as a step in the writing process, as
well as their knowledge of how prewriting and planning can influence composition. To
further measure changes in students’ knowledge, video recordings of Author’s Chair
discussions were made at three separate points throughout the treatment phase. The
purpose of these recordings was to capture authentic student talk about the writing
process. Videotapes were transcribed. Transcriptions were read and reread until clear
themes emerged. Because personal attitudes, values, beliefs, and motivation have a
significant effect on students’ literacy acquisition and approach to learning (Bottomley,
Henk & Melnick, 1997), the Writer Self-Perception Scale (WSPS) was administered to
measure students’ internal feelings (an aspect of motivation) during writing. The WSPS
is an instrument designed to measure young students’ perceptions of self-efficacy in
writing. It has been found to correlate significantly with children’s actual writing samples
(Bottomley et al. 1997).
Summary of Findings
The data from this study revealed several key findings regarding students’ writing
development. First and foremost the results indicated that prewriting and planning could
become an internalized step of the writing process for students as young as grade two.
Further, this skill persisted overtime indicating that the formative years may be the
appropriate time to introduce, teach, and reinforce these skills. Second, students
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demonstrated use of meta-thinking skills and higher-order metacognitive language to
characterize both the purpose for prewriting and planning as well as the benefits of
collaborative learning. Third, students shared sophisticated reasons for self-selecting
planning partners such as expressing a desire to work with someone with strong abilities
and/or the desire to work with someone with whom they could maintain appropriate
classroom behavior. Additionally, student-selected partnerships were successful, easy to
implement and enjoyed by most students. Lastly, students demonstrated positive levels of
motivation and satisfaction throughout participation in the modified Writing Workshop
structure emphasizing collaborative learning.
Limitations
Generalization of the overall developmental readiness of all second-grade
students within the general population to learn and internalize prewriting and planning as
a discrete and important step in the writing process is extremely limited due to
homogeneity of the sample population. A complete description of the case study
students’ ethnic and racial backgrounds, level of English language proficiency, and level
of parental education was included to increase generalizability to similar populations.
Second, student interviews were conducted to measure changes in students’
knowledge of prewriting and planning as a step in the writing process, as well as their
knowledge of how prewriting and planning can influence and/or guide composition.
However, young students can be apprehensive to respond when questioned by an
unfamiliar adult. Younger students also may lack the language skills necessary to fully
articulate complete responses that adequately represent their full range of knowledge or
understanding. To alleviate potential discomfort associated with being interviewed by an
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unfamiliar adult, as well as to offer consistent and age appropriate scaffolding for
developing responses, the classroom teacher conducted all interviews.
A third limitation of the study, inherent to all case studies, was the focus on a
particular group within a particular setting. The setting of this study was one classroom
within a small and affluent school district characterized as high performing. While each
individual participant could not be characterized as benefiting from high socioeconomic
status, greater external generalizabilty could have been attained if the study had been
conducted across multiple settings.
Fourth, due to the amount of instructional time needed to complete the study
coupled with the young age of the participants, it was deemed necessary for the
classroom teacher to act as researcher. Careful attention was given to maintain objectivity
when collecting and analyzing data, including but not limited to: ensuring adequate
engagement in data collection, triangulation of data, the use of multiple scorers to analyze
data and a control group to control for maturation. In spite of the many safeguards
incorporated into the design of the study the issue of objectivity remained a limitation.
Lastly, this study was conducted in the classroom of an experienced teacher, well
versed in teaching writing using a process-oriented approach. Similar results may not be
obtained in the classroom of a less experienced teacher or a teacher unaccustomed to
using process-oriented instruction.
Discussion of Findings
This discussion is organized around the four major findings: (a) the
developmental readiness of students, (b) student knowledge and meta-thinking skills, (c)
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collaborative partnerships, and (d) effectiveness of a modified Writers’ Workshop
structure.
Developmental Readiness
Separate from determining the degree, purpose, and complexity of an individual’s
use of a story organizer prior to writing is simply to determine whether the mere behavior
of selecting and using a story organizer has become an automated process for students.
The research has indicated that young and novice writers fail to undertake any form of
planning at any stage of the writing process (Sutherland & Topping, 1999; Topping et al.,
2000). The results from Comparison Classes 2, 3, 5 and 6 corroborate with the research at
both the pre and post testing sessions. While 52% of students in Comparison Class 4
independently chose to use a story organizer at pretesting, this proportion did not change
by post testing.
The opposite behavior occurred in the intervention class where the number of
students who independently chose to use and complete a story organizer increased from
59% at the pretest to 96% at post testing. This behavior stabilized at 82% at maintenance.
This finding reinforces the importance of social interaction on learning. Sociocognitive
learning theory states that learning appears twice: first on a social level and second on an
individual level (Vygotsky, 1978). The results of this study indicate that participation in
collaborative planning throughout the treatment phase may have provided the first level
of learning such that students initially acquired the skill through the support of peer
interaction and were later able to apply the skill independently at post testing and again at
maintenance.
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One possible explanation for why several students in the Intervention Class,
Comparison Class 1, and Comparison Class 4 independently chose to use a story
organizer at pretesting, a behavior inconsistent with the research literature stating that
young and novice writers fail to undertake any form of planning at any stage of the
writing process (Sutherland & Topping, 1999; Topping et al., 2000), may be a function of
the previously described process-oriented writing instruction they received in prior years.
It may also be a function of copy-cat behavior in which students simply mirror the
behavior of those around them. Once one student self-selected a story organizer from the
table of materials, other students may have followed suit. This latter explanation appears
more likely because of the 59% of students who used a story organizer, 23% received a
rubric score of 1 indicating very limited knowledge of the purpose for prewriting and
planning prior to drafting. Differently stated, 64% of intervention students showed either
no knowledge or very limited knowledge of the purpose for prewriting and planning at
pretesting.
This change in student behavior also was reflected in the numeric recordings of
total time that students spent observably prewriting and planning prior to drafting
narratives. The mean number of minutes students spent planning increased from 5
minutes 54 seconds at pretest to 6 minutes 38 seconds at posttest then to 9 minutes 48
seconds at maintenance. This combined data supports the position that students as young
as grade two can learn to internalize prewriting and planning and that the skill does
persist over time.
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Student Knowledge and Meta-Thinking Skills
A careful examination of the steps in the writing process reveals that some steps
are more abstract than others. Drafting and editing can be described as concrete steps in
the writing process that are incumbent only upon a learner’s knowledge of clearly defined
rules of grammar and mechanics. In contrast, planning and revising require skills, such as
forethought, reflection, and analysis all of which can be described as abstract or metathinking skills. Cognitive learning theory suggests that young students are not
developmentally capable of formal abstract thought until about the age of 11 (Piaget &
Inhelder, 2000). Current research also describes metacognitive processes and
metacognitive knowledge as potentially challenging for younger learners (Topping et al.,
2000; Yarrow & Topping, 2001). The results from this study however, indicate that
students as young as 7 years old can be taught to prewrite and plan stories, a process fully
dependent on abstract metacognitive abilities.
The results from several instruments demonstrate students’ use of higher order
thinking. Student responses garnered from the pre and post interviews revealed a major
shift from approaching writing using a stream of consciousness approach, completely
void of planning and intention, to a carefully planned and multi-step approach. Rubric
scores at post-testing and maintenance also indicate use of high order thinking. More than
half of the intervention class, 54%, received a rubric score of 3 at maintenance. This
score reflects a strong understanding of the purpose for and the benefits of prewriting and
planning prior to drafting. Meta-thinking skills were also noted during Author’s Chair
discussions. By the second filming of Author’s Chair, students independently noted and
discussed discrepancies between their peers’ story organizers and compositions.
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Findings from these three separate instruments indicate that primary-age students
are developmentally ready to engage in more abstract lessons and discussions about
writing. Writing instruction at the primary level can and should teach and require students
to strategically plan and organize writing prior to drafting compositions.
Collaborative Partnerships
Students’ ability to apply meta-thinking skills carried over into their decisionmaking process for choosing a planning partner. Many students shared a specific and
strategic reason for selecting a particular partner. Educational theory suggests that
permitting young students to self-select partners leads to chaos (Topping, 2001). Theory
states that students almost exclusively choose a friend when selecting a partner and these
friendships are frequently short-lived often resulting in feelings of resentment. Further,
the worry that some students are overpicked and some students are not picked is believed
to result in feelings of resentment and disappointment (Topping, 2001). This limited view
of a young learner’s ability to select a partner based on less superficial reasons is
consistent with the belief that higher order or meta-thinking skills are challenging for
young students.
While several students in the intervention class did select partners based on
friendships, more students selected partners based on behavioral expectations and/or
academic perceptions. Several students shared that they wanted to work with someone
with whom they would not “goof off”. Such criteria for selection, demonstrates a
student’s meta-awareness of the effects of behavior on future performance. Several
students also shared that they selected partners based upon the perceived abilities of the
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partner. This, too, demonstrates the meta-thinking process that several students utilized
when selecting partners.
Research states that, while PAL strategies are quite efficacious, they are
frequently underused. The most commonly cited reason is the amount of teacher time
needed to form effective grouping (Topping, 2009b). Because students in this study selfselected partners the process did not require any advanced planning. Students simply
were asked to think about a good choice and then were given only a few minutes to
establish partnerships. An additional problem discussed in the literature is related
specifically to teacher-selected cross-ability groupings. Such groupings often lead to
feelings of boredom for the more capable learner and feelings of low self-competence for
the less capable learner (Topping, 2001; Topping & Ehly, 1998). Overwhelmingly,
students in the intervention class reported that they enjoyed working with their partners.
Giving students control over this decision may have been an important factor in this
positive outcome.
When students were asked to reflect on how the partnership benefited them as a
writer, student responses were consistent with the literature (Morris-Kinderzierski, 2009;
O’Donnell & Topping, 1998) in that, when working collaboratively, students tend to
focus on more meaningful revisions than when working independently. Overwhelmingly,
students in the study mentioned benefiting from support with more abstract and complex
aspects of the writing process, such as idea generation, organization, and revision. Very
few students mentioned surface-level support, such as editing and help with spelling.
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Effectiveness of a Modified Writing Workshop Structure
Because the school-wide emphasis on process-oriented instruction using a
traditional writing workshop format began at the onset of the 2008-2009 school year, all
second grade students have benefited from this form of instruction since their
kindergarten year. However, very few students in the comparison classes independently
engaged in prewriting and planning prior to drafting stories. This suggests that
participation in a modified writing workshop, incorporating multiple opportunities for
structured peer collaborations, provides the social support and structure needed to
develop and apply higher order thinking skills required of the more abstract levels of the
writing process, such as planning.
Equally important to the efficacy of the modified structure is whether the use of a
modified structure creates a positive classroom climate. If students do not feel
comfortable, supported, challenged, and successful within the context, then the
appropriateness of the use of the modified structure is questioned. Results from the
WSPS corroborated with the responses shared during interviews. Results from the WSPS
revealed that intervention students’ self-perceptions were at, or slightly above, the normal
range both prior and subsequent to participation in a modified Writers’ Workshop
emphasizing peer collaboration. More specifically, at post intervention, students’ selfperceptions on three of the five subscales—observational comparison, social feedback
and physiological states—were above the mean of the norming population. These three
subscales embody the characteristics of social learning and, as such, reflect the
perceptions students may develop as a result of working within a collaborative context.
Students’ positive statements and attitudes about themselves as writers as evidenced by
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self-reports on the WSPS, as well as interview responses, speak to the developmental
appropriateness of the intervention.
Implications
Theoretical Implications
This study on collaborative planning reinforces the importance of providing
young and novice learners with opportunities to learn new skills with the support of a
social and collaborative context. However, the findings from this study suggest that the
parameters for establishing successful collaborations need to extend beyond current
theory and become more inclusive of the student perspective.
Current educational theory purports that ability is the most important factor in
creating effective student groupings (Topping, 2001). As such, the preponderance of
student partnerships are teacher-selected and classified as either same-ability or crossability pairings. Each classification has its own set of theoretical implications and, as
such, is dependent on a specific instructional design. Current theory also states that
student partnerships [between younger students] should not be based on friendships
(Topping, 1998, 2001) as the duration of these friendships is likely to change rapidly and
such changes can negatively affect the working relationship. Theory also suggests that
gender may be an issue insofar as young boys may express reluctance to be assisted by a
girl (Topping, 2001). Most significant to the present study is the theoretical notion that
permitting students to self-select partnerships is likely to lead to chaos in that some
students will be over selected and others not selected at all— both of which can lead to
feelings of resentment (Topping, 2001).
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The findings from this study contradicted current theory and revealed that
student-selected partnerships, during the planning phase of writing, can be as successful
as the teacher-selected partnerships described across the literature. Whether partnerships
were classified as cross-ability, same-ability, between friends, or opposite gender, the
outcomes were positive. Further, students revealed a variety of purposeful and
sophisticated reasons for selecting partners. Historically, student perspectives have been
absent in the formation of theory on successful student collaborations, especially with
regard to young students. This study hopes to inform educational theory with regard to
factors relating to effective student partnerships during writing instruction.
Practical Implications
Research has revealed that the interventions or instructional practices that teachers
are most likely to implement with fidelity and consistency are those that are easy to
implement, not time-intensive, compatible with the context in which they are being
utilized, and perceived by the teacher to be effective (Landrum, Tankersley & Kauffman,
2003). While the positive effects of PAL on student learning are widely documented, the
actual use of PAL strategies is underused (Topping, 2009b). Possible reasons may be the
amount of teacher time needed to form effective groupings or the aforementioned
potential problems related to same-ability and cross-ability pairings. The results of this
study suggest that, in the context of writing instruction focused on the prewriting and
planning stage of the writing process, teachers may not need to formalize the pairing
process. Permitting students to self-select partners is easy to implement and requires
little to no additional time with regard to instruction or teacher planning.
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It is important to note, that the findings relevant to my school may not be the
same in other settings in which students are not comfortable or have limited experience
working cooperatively. Providing students with specific training in cooperative learning
may be required to achieve similar results.
Another practical implication involves modifications to the traditional Writers’
Workshop structure. One simple modification is the reordering of the main components
of the workshop. Rescheduling Author’s Chair to take place before student writing time
fosters a formative influence on student learning. Students can immediately apply
suggestions, revisions, and ideas offered by their peers to their writing. Requiring student
authors to share their story organizer prior to sharing compositions increases
opportunities for students to discuss prewriting and planning in an authentic and
collaborative manner. Further, requiring the student author to begin the share session by
framing the student-led discussion around a specific request embeds ongoing
opportunities for collaborative discussions focused on the specific and immediate needs
of the author.
A second modification to the traditional Writers’ Workshop structure is to
embed collaborative planning partners into the structure. Teachers do not have time to
give sufficient immediate, formative feedback required of younger students. A simple
way to increase opportunities for feedback is through the use of self-selected planning
partners.
Research Implications
Given the importance of prewriting and planning on students’ writing
development, a replica study is warranted. The study should be repeated with a more
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diverse student population to increase the generalizability of the results to a broader
population more representative of primary age students attending public schools across
the nation.
Given the success of the student-selected partnerships in this study, a replica
study would reveal whether this success, which was inconsistent with the research
literature, was unique to this population or whether it can be expected within the broader
population. Further research should be conducted to more fully understand students’
reasons for self-selecting partners. Historically, student pairings have been teacherselected based primarily on student ability. There is an absence of research examining
students’ reasons for selecting partners. In the present study, primary-age students
revealed purposeful and sophisticated reasons for selecting partners. Future research
needs to focus on developing a better understanding of student perspective in the
partnering process.
Finally, a replica study, utilizing the modified Writers’ Workshop structure
including frequent and authentic opportunities for structured peer interactions, student
control over partnership selection, and a shift from using Author’s Chair as a culminating
and summative activity to a formative activity, would reveal whether these relatively
simple modifications result in a more effective structure than the more traditional and
ubiquitous Writing Workshop structure.
Conclusions
The major conclusion of this study is that the primary classroom may be the place
to begin writing instruction that teaches and reinforces the use of meta and higher order
thinking skills. These skills, traditionally considered beyond the developmental ability of
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the younger learner, may in fact be quite effectively learned and acquired during a
student’s formative years. Given the continued national focus on reading and mathematic
achievement and the effects that educational accountability and reform programs have
had and continue to have on writing instruction, especially in the elementary years and
beyond, the primary classroom becomes the most effective and appropriate place to effect
change.
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STANDARD WRITING WORKSHOP STRUCTURE (Calkins, 1994)
Mini-lesson
At the onset of each workshop all students receive brief instruction in a particular
aspect of writing. Mini-lessons are usually 10 minutes in length. The content of each
mini lesson is selected by the classroom teacher and is generally based on assessments of
students’ writing performance and writing needs. Specific lesson content may include
but is not limited to: writing conventions, workshop procedures, and/or writing
strategies.
Independent Writing With Conferring and Small Group Work
Following the mini-lesson students engage in independent writing for a period of
30-40 minutes. Individual students self-select writing topics and genres and practice
applying the strategies taught during the mini-lessons. Students may self-select to engage
in peer conferences at any point during the independent writing period.
Peer Conferences
During the independent writing portion of the workshop students may solicit a
peer conference. Peer conferences are defined as two or more students working
collaboratively on one student’s writing. Together students may focus on any aspect of
the writing process including planning, composing, editing, or revising. Students may
solicit a conference from any peer.
Teacher/Student Conferences
The teacher confers one-to-one with students. The focus and/or teaching point
addressed in the conference is drawn from the students’ current level of writing
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performance. Conferences can include strategy instruction in idea generation, story
organization, editing, and/or mechanics. The teacher also may work with a small group
of students to teach a specific writing technique.
Share Sessions
The workshop ends with a share session. This is a time for writers to come
together and share their writing. The teacher may choose to share a piece of writing from
a professional writer for the class to explore and discuss.
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October	
  21,	
  2010	
  
	
  
	
  
Dear	
  parent(s)	
  of	
  __________________	
  ,	
  
	
  
I	
  am	
  writing	
  this	
  letter	
  to	
  ask	
  for	
  your	
  consent	
  for	
  your	
  child	
  to	
  participate	
  in	
  a	
  
classroom-‐based	
  research	
  study	
  examining	
  effective	
  practices	
  in	
  writing	
  instruction.	
  
As	
  I	
  mentioned	
  at	
  our	
  Back	
  To	
  School	
  night,	
  I	
  am	
  a	
  doctoral	
  student	
  at	
  the	
  University	
  
of	
  San	
  Francisco	
  and	
  this	
  research	
  study	
  will	
  be	
  the	
  focus	
  of	
  my	
  dissertation.	
  	
  This	
  
classroom-‐based	
  action	
  study	
  project	
  will	
  take	
  place	
  during	
  the	
  fall	
  2010	
  semester.	
  
	
  
The	
  title	
  of	
  the	
  study	
  is	
  Collaborative	
  Planning	
  and	
  Prewriting:The	
  Effects	
  of	
  
Structured	
  Peer	
  Collaborations	
  on	
  Primary-age	
  Students’	
  Writing	
  Development.	
  
Research	
  in	
  effective	
  writing	
  instruction	
  reveals	
  that	
  teaching	
  students	
  strategies	
  for	
  
prewriting	
  and	
  planning	
  greatly	
  enhances	
  writing	
  performance.	
  Unfortunately,	
  
research	
  also	
  reveals	
  that	
  young	
  students	
  fail	
  to	
  plan	
  at	
  any	
  stage	
  of	
  the	
  writing	
  
process.	
  The	
  purpose	
  of	
  my	
  study	
  is	
  to	
  determine	
  whether	
  “planning”	
  can	
  become	
  
an	
  internalized	
  step	
  for	
  the	
  younger	
  writer	
  thereby	
  equipping	
  them	
  with	
  the	
  skills	
  
and	
  strategies	
  necessary	
  to	
  meet	
  the	
  writing	
  demands	
  in	
  higher	
  grades.	
  	
  	
  
	
  
Because	
  this	
  research	
  seeks	
  to	
  measure	
  the	
  benefits	
  of	
  effective	
  research-‐based	
  
writing	
  instruction	
  strategies,	
  all	
  students	
  will	
  receive	
  training	
  regardless	
  of	
  
participation	
  in	
  the	
  study.	
  All	
  forms	
  of	
  assessment	
  used	
  to	
  measure	
  students’	
  
writing	
  behaviors	
  are	
  confidential	
  and	
  will	
  be	
  available	
  to	
  you	
  upon	
  the	
  completion	
  
of	
  the	
  study.	
  No	
  individual	
  identities	
  will	
  be	
  used	
  in	
  any	
  reports	
  or	
  publications	
  
resulting	
  from	
  the	
  study.	
  Please	
  review	
  and	
  return	
  the	
  attached	
  Parent	
  Consent	
  
Form.	
  Should	
  you	
  have	
  any	
  additional	
  questions	
  please	
  feel	
  free	
  to	
  contact	
  me.	
  I	
  look	
  
forward	
  to	
  working	
  closely	
  with	
  your	
  child.	
  
	
  
	
  
Sincerely,	
  
	
  
	
  
	
  
Mary	
  Niesyn	
  
	
  
	
  
	
  
	
  

	
  

	
  
Parental	
  Consent	
  for	
  Research	
  Participation	
  
University	
  of	
  San	
  Francisco	
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Mary	
  Niesyn,	
  a	
  doctoral	
  student	
  in	
  the	
  School	
  of	
  Education	
  at	
  the	
  University	
  of	
  San	
  
Francisco,	
  is	
  doing	
  a	
  study	
  of	
  effective	
  instructional	
  practices	
  for	
  the	
  teaching	
  of	
  
writing	
  to	
  primary-‐age	
  students.	
  The	
  teacher/researcher	
  is	
  interested	
  in	
  whether	
  
specific	
  writing	
  strategies	
  can	
  be	
  learned	
  and	
  internalized	
  during	
  a	
  student’s	
  
formative	
  years	
  thereby	
  readying	
  them	
  for	
  the	
  more	
  complex	
  writing	
  instruction	
  
encountered	
  in	
  later	
  grades.	
  	
  
	
  
Research	
  in	
  effective	
  writing	
  instruction	
  reveals	
  that	
  teaching	
  students	
  strategies	
  for	
  
prewriting	
  and	
  planning	
  greatly	
  enhances	
  writing	
  performance.	
  Unfortunately,	
  
research	
  also	
  reveals	
  that	
  young	
  students	
  fail	
  to	
  plan	
  at	
  any	
  stage	
  of	
  the	
  writing	
  
process.	
  The	
  purpose	
  of	
  this	
  study	
  is	
  to	
  determine	
  whether	
  “planning”	
  can	
  become	
  
an	
  internalized	
  step	
  for	
  the	
  younger	
  writer	
  thereby	
  equipping	
  them	
  with	
  the	
  skills	
  
and	
  strategies	
  necessary	
  to	
  meet	
  the	
  writing	
  demands	
  in	
  higher	
  grades.	
  	
  The	
  title	
  of	
  
the	
  study	
  is	
  Collaborative	
  Planning	
  and	
  Prewriting:	
  The	
  Effects	
  of	
  Structured	
  Peer	
  
Collaborations	
  on	
  Primary-age	
  Students’	
  Writing	
  Development.	
  
	
  
Procedures:	
  If	
  I	
  agree	
  to	
  allow	
  my	
  child	
  to	
  participate	
  in	
  this	
  study	
  the	
  following	
  
will	
  happen:	
  
o My	
  child	
  will	
  participate	
  in	
  a	
  pre	
  and	
  post	
  interview	
  asking	
  their	
  perspective	
  
about	
  the	
  writing	
  
o My	
  child	
  will	
  complete	
  a	
  Writer	
  Self-‐Perception	
  Survey	
  
o My	
  child	
  will	
  receive	
  training	
  in	
  prewriting	
  and	
  planning	
  procedures	
  within	
  
the	
  context	
  of	
  regular	
  classroom	
  writing	
  instruction	
  
o My	
  child	
  will	
  participate	
  in	
  collaborative	
  prewriting	
  activities	
  with	
  their	
  
classmates	
  
	
  
Risks	
  and	
  Discomforts:	
  	
  Participation	
  in	
  this	
  study	
  does	
  not	
  involve	
  any	
  additional	
  
time	
  or	
  effort	
  other	
  than	
  what	
  is	
  expected	
  within	
  a	
  “regular”	
  school	
  day.	
  	
  However,	
  
my	
  child	
  may	
  experience	
  difficulty	
  completing	
  the	
  Writer	
  Self-‐Perception	
  Scale	
  due	
  
to	
  a	
  lack	
  of	
  experience	
  with	
  survey	
  instruments.	
  My	
  child	
  also	
  may	
  experience	
  
difficulty	
  formulating	
  detailed	
  responses	
  to	
  interview	
  questions.	
  	
  To	
  minimize	
  any	
  
difficulty	
  completing	
  the	
  Writer	
  survey	
  or	
  responding	
  to	
  the	
  interview	
  questions	
  the	
  
teacher/researcher	
  may	
  record	
  all	
  responses	
  for	
  my	
  child.	
  If	
  my	
  child	
  cannot	
  
complete	
  either	
  the	
  survey	
  or	
  the	
  interview	
  in	
  a	
  single	
  session	
  due	
  to	
  fatigue	
  or	
  
discomfort,	
  the	
  teacher/researcher	
  may	
  resume	
  the	
  activity	
  at	
  a	
  future	
  time.	
  	
  
	
  
Student	
  responses	
  will	
  be	
  kept	
  as	
  confidential	
  as	
  possible.	
  No	
  individual	
  identities	
  
will	
  be	
  used	
  in	
  any	
  reports	
  or	
  publications	
  resulting	
  from	
  the	
  study.	
  Study	
  
information	
  will	
  be	
  coded	
  and	
  kept	
  in	
  locked	
  files	
  at	
  all	
  times.	
  Only	
  the	
  
teacher/researcher	
  will	
  have	
  access	
  to	
  the	
  files.	
  
	
  
Benefits:	
  A	
  benefit	
  for	
  my	
  child	
  includes	
  receiving	
  training	
  in	
  instructional	
  
treatments	
  that	
  are	
  identified	
  in	
  the	
  research	
  literature	
  as	
  effective	
  for	
  improving	
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writing	
  performance.	
  An	
  additional	
  anticipated	
  benefit	
  of	
  this	
  study	
  is	
  a	
  better	
  
understanding	
  of	
  effective	
  instructional	
  practices	
  when	
  teaching	
  writing	
  to	
  primary-‐
age	
  students.	
  	
  
	
  
Payment/Reimbursement:	
  Neither	
  my	
  child	
  nor	
  I	
  will	
  be	
  reimbursed	
  for	
  
participation	
  in	
  this	
  study.	
  
	
  
Questions:	
  If	
  I	
  have	
  any	
  additional	
  questions	
  I	
  may	
  contact	
  my	
  child’s	
  teacher	
  at	
  
_________________	
  .	
  I	
  may	
  also	
  contact	
  the	
  International	
  Review	
  Board	
  for	
  the	
  
Protection	
  of	
  Human	
  Subjects	
  (IRBPHS),	
  which	
  is	
  concerned	
  with	
  the	
  protection	
  of	
  
volunteers	
  in	
  research	
  projects.	
  I	
  may	
  reach	
  the	
  IRBPHS	
  office	
  by	
  calling	
  (415)	
  422-‐
6091	
  and	
  leaving	
  a	
  voicemail	
  message,	
  by	
  FAX	
  at	
  (415)	
  422-‐5528,	
  by	
  e-‐mailing	
  
IRBPHS@usfca.edu,	
  or	
  by	
  writing	
  to	
  the	
  IRBPHS,	
  Department	
  of	
  Counseling	
  
Psychology,	
  Education	
  Building,	
  University	
  of	
  San	
  Francisco,	
  2130	
  Fulton	
  Street,	
  San	
  
Francisco,	
  CA	
  94117-‐1080.	
  
	
  
Consent:	
  I	
  have	
  been	
  given	
  a	
  copy	
  of	
  the	
  “Research	
  Subject’s	
  Bill	
  of	
  Rights,”	
  and	
  I	
  
have	
  been	
  given	
  a	
  copy	
  of	
  this	
  consent	
  form	
  to	
  keep.	
  I	
  am	
  free	
  to	
  decline	
  to	
  have	
  my	
  
child	
  be	
  in	
  this	
  study.	
  PARTICIPATION	
  IN	
  THIS	
  RESEARCH	
  IS	
  VOLUNTARY.	
  My	
  
decision	
  as	
  to	
  whether	
  or	
  not	
  to	
  have	
  my	
  child	
  participate	
  in	
  this	
  study	
  will	
  have	
  no	
  
impact	
  on	
  the	
  quality	
  of	
  instruction	
  my	
  child	
  receives	
  during	
  the	
  2010-‐2011	
  school	
  
year.	
  	
  
	
  
My	
  signature	
  below	
  indicates	
  that	
  I	
  agree	
  to	
  allow	
  my	
  child	
  to	
  participate	
  in	
  this	
  
study.	
  
	
  
	
  
Signature	
  of	
  parent/guardian:	
  __________________________________________	
  date:	
  ____________	
  
	
  
Signature	
  of	
  researcher/teacher	
  obtaining	
  consent:	
  __________________	
  date:	
  ___________	
  
	
  
	
  
	
  
	
  
	
  
	
  

	
  

	
  

APPENDIX D:
COLLABORATIVE STORY ORGANIZER
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Name ____________________________
Partner ___________________________
Personal Narrative Story Map
What?
1.
2.
3.
4.

What main event do you want to write about?
Why was this event special?
Why do you want to write about this event?
Tell me more about it.

When?
1.
2.
3.

When did you do this event?
Was it a special time of year?
How long was the event?

Where?
1.
2.

3.

Where did this event take place?
Close your eyes and imagine yourself being there.
Describe it in detail.
What does it look like?
What do you see?
What do you hear?
What else can you tell me about the place?

Who?
1.
2.

Who was there? Who is important to include in your story?
Tell me about each person.

What are 2 or 3 interesting events that happened?
1.
2.
3.

Tell me about event #1
Tell me about event #2
Tell me about event #3
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APPENDIX E:
PROTOCOL/SCRIPT FOR WRITING TASK
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PROTOCOL/SCRIPT FOR WRITING TASK
• Place individual stacks of blank white paper, lined story writing paper, and any story
organizers you use on a table or counter.
• As you read the script below hold up an example of each of the materials available (a)
blank white paper, (b) any story organizers regularly used in your classroom, and (c)
lined story writing paper. Do not elaborate on the use of, state the purpose of, or state any
benefits on the use of any of the materials. Do not suggest or require that students use any
specific material.
• Read the script to students
• Excuse one table group or a few students at a time to go and self-select materials. Do
not make any suggestions or require students to take specific materials. Do not have
students begin until everyone has had a chance to self-select materials. Students may get
up during the writing task to get additional materials.
• Give students 45 minutes to complete the on-demand writing task. If students do not
finish in the allotted time have them write not done on their paper.
• If a student asks for additional help simply state that they need to use all the skills and
strategies they have to write the best story they can. Do not assist a student in any way.
Do not make any specific suggestions for getting started or completing the task.
• When students finish or time is up, collect all student materials. Staple or paperclip all
materials together (for each child).
• Label the stack of student work with a teacher code (a letter and a digit). Place a post it
with the confidential teacher code on the stack and place in my mailbox
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Teacher Script:
Students, you are going to write a story about a real event in your life. Pick an event that
is important to you. It does not matter what event you choose. It can be a big and exciting
event such as a wonderful family trip or a small but important event such as a very
special time you spent with a friend. Once you have your idea, please use everything you
know about how authors write a story to write one of your own. Remember that you have
a total of 45 minutes. You may use any of these materials. (Hold up an example of each
as you read.)
1. Blank paper
2. Story organizers
3. Lined paper
Ok— I am now going to excuse you [by table groups] or [a few students at a time].
Please take any materials you think you will need to write your story. We will begin once
everyone has selected their materials. If you need more materials once you get started
you may go get them.
• If a student finishes early, collect all their materials and label with your confidential
teacher code. Early finish activities are at the discretion of the teacher.

	
  

	
  

APPENDIX F:
STORY MAP/COMPOSITION CORRELATION
SCORING PROTOCOL & RUBRIC
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STORY ORGANIZER/COMPOSITION CORRELATION
SCORING PROTOCOL
Student Id.

Rubric Score.

On-Demand Writing Task (circle one)

Pre

Post

Maintenance

1. Read story organizer and composition.
2. Code or numerate each detail or meaning unit included on story organizer.
3. Indentify correlating evidence of each detail or meaning unit from the organizer
included in draft composition.
4. Score the use and complexity of the completed story organizer using the Story
Organizer Planning Rubric.

Story Organizer Planning Rubric
0
No evidence of
planning. Student
did not use a story
organizer.

1

2

3

Partial or limited
completion of a
story organizer. A
limited number of
details included on
story organizer are
evident in the draft
composition.
Student work
demonstrates a very
weak correlation
between details in
the story organizer
and in the draft
composition.

Story organizer is
complete but details
and meaning units
are cursory. Details
from organizer are
found in
composition but are
not elaborated.
Details from story
organizer are simply
restated in draft
composition.

Organizer is
complete. Details
and meaning units
are more thorough
or elaborate.
Details and
meaning units from
organizer are
elaborated and
developed within
the composition.
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OBSERVATION CHECKLIST & PROTOCOL
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OBSERVATION CHECKLIST
1. Set timer to zero
2. Begin timer once teacher signals time to begin
3. Record the amount of time that elapses before each student begins drafting
composition (Amount of time spent prewriting & planning)
4. Record/describe writing behaviors you observe before student begins drafting
actual composition. Behaviors may include.
 Appears to be thinking
 Filling out a story organizer
 Other (describe your observations)

Student

Elapsed Time

Writing Behaviors
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OBSERVATION CHECKLIST PROTOCOL

S21 S8 S15 S17 S6
S19 S4 S18 S22 S10
S5
Student	
  Seating	
  
Arrangement	
  

S13
S20 S2 S12 S14 S7
S11 S23 S1 S9 S3
S16

Observer/Timer

Students to Observe
S4, S5, S8, S19 & S21
S6, S10, S15, S17, S18 & S22
S2, S11, S13, S16, S20 & S23
S1, S3, S7, S9, S12 & S14

Observer #1
Observer #2
Observer #3
Observer #4

The purpose of your observation is to record the amount of time students spend
prewriting and planning before beginning a draft composition.
1. Set timer to zero.
2. Once student instructions have been given and students have collected materials
the teacher will ask students to begin the assessment. Teacher will signal all
timer/observers to begin timing.
3. Observe the students in your group. Record the elapsed time spent before each
student begins drafting actual composition.
4. Record any student behaviors you observe before students begin drafting actual
composition.
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STUDENT INTERVIEW PROTOCOL
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INTERVIEW PROTOCOL
1. Have you heard of the writing process?
a. If student answers no skip to question 2
b. If student answers yes continue with next prompt
o Explain it to me
If student mentions prewriting, planning, or similar vocabulary
continue with next prompt.
If response does not include any explanation of
prewriting/planning skip to question 2
o What does prewriting/planning mean?
o Why do you prewrite or plan before writing a story?
o How does prewriting or planning can make your story better?
c. If students mentions “thinking of an idea” or “picking a topic” continue
with next prompt
o Tell me more about that
o Once you have an idea for a story, what do you do next?

2. What are the steps to writing a story? What do you do in order to write a story?
a. If student is unsure, cannot respond, or response is unrelated skip to
question 3
b. If student mentions prewriting, planning, or similar vocabulary continue
with next prompt

o Tell me what prewriting/planning means
o Tell me why you prewrites or plan before writing a story
o Tell me how prewriting or planning can make your story better

	
  

	
  

c. If student mentions “thinking of an idea” or “picking a topic” continue
with next prompt
o Tell me more about that?
o Once you have an idea for a story, what do you do next?

3. Once you have an idea for a story what do you do next?
o Tell me more about that
4. Is there anything else you want to tell me about how you write a story?

Additional Questions for Post Interview
5. How did you choose your planning partner?
6. How did you like working with your planning partner?
7. Do you think having a planning partner helped you as a writer? How?
8. Do you prefer to plan alone or with a partner? Why?
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APPENDIX I:
SAMPLE OF REFORMATED
WRITER SELF-PERCEPTION SCALE
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APPENDIX J:
PROCEDURE FOR THEMATIC ANALYSIS
OF STUDENT INTERVIEWS
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PROCEDURE FOR THEMATIC ANALYSIS
OF STUDENT INTERVIEWS

1. Transcribe data
2. Read entire transcript for meaning
3. Identify and numerate meaning units. Meaning units are a string of text that
expresses a single coherent thought.
4. Group recurring meaning units
5. Generate a basic theme for each group of units. Label with a word or short phrase
that states the meaning.
6. Create a table of themes
7. Write a summary of each theme.

QUANTITATIVE ANALYSIS
1. Tally the total number of individual students whose responses include statements
within each theme.
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TRANSCRIPTIONS OF PRE AND POST
STUDENT INTERVIEWS
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PRE INTERVIEW TRANSCRIPTIONS
1 Pre
Have you heard of the writing process?
No.
What are the steps to writing a story? What do you do when you want to write a story?
There has to be a beginning middle and end to it.
And how do you figure that out? What’s the very first thing you do when you want to
write a story?
Um, you think about things you’ve done. Um like when you were like four or you can do
it like your parents or if you like…
Okay so once you think about things, what’s the next step?
Um, you…
Let’s say you have an idea, what’s the next step?
You add different words to make it like you really did.
So you start writing the story and add… you’re thinking, and what’s the very next thing
you do?
Um.
You got your idea, and then what? What’s the very next step?
You, um, start writing.
Okay, then once you start writing what happens?
Think of things that you did there.
Mhm, and you do that while you’re writing? And then how do you know when the story
is finished?
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When it’s like, um, because um, you know it’s done when you did something and then
it’s like you are going or something like finished, like you did something and then
finished.
Oh I see, okay thank you.
Is there anything else you want to tell me?
No.
2 Pre
Have you ever heard of the writing process?
Um, I don’t think so.
All right. What are the steps to writing a story? What are the steps you would take if you
were writing a story?
Beginning, middle and end.
Okay so what’s the very first thing you do?
You start writing with a pencil on your piece of paper.
And what are you writing?
Your story.
Oh the actual story. Very good. Is there anything else you want to tell me about how to
write a story?
And then you publish it.
How do you publish it?
You draw pictures and I don’t know what the marker is called we have them in our
classroom.
Oh the thin black pens?
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Yeah, you go over the writing.
Oh, that was in first grade, did you know we are not going to do that in second grade?
Did that take a lot of time?
When you said you need a beginning, middle and end, how do you know when you are in
the beginning, middle or end? When you have your idea, how do you know what your
beginning, middle and end is going to be?
You have to think.
So then after you think, what’s the next step?
You get a piece of paper and you write on it.
And so what are you writing on the piece of paper?
Beginning, middle and end.
Of the story? Okay so do I understand that you get your idea, think about it, then write
your story on paper, and publish it like you talked about?
Yeah.
Thank you.
3 Pre
Have you ever heard of the writing process?
Um no.
What are the steps to writing a story? What do you do in order to write a story? What’s
the first step?
You think about the best thing in your life that you did.
Once you have that idea what do you do next?
You get all the tools and stuff.

	
  

	
  
What are some of the tools you get?
A pencil, paper, and an eraser.
What’s the next step?
You write it down.
You write down the story?
Yeah.
And how do you know when the story is over?
When you are out of ideas.
Okay, And how do you know you’re out of ideas?
When you can’t think of anything.
Then the story’s done?
Mhmm.
Great, are there any other tools an author uses?
A pen.
Anything else?
Some crayons and an eraser.
Ok, sounds good. Thank you very much.
4 Pre
Have you ever heard of the writing process?
No.
Okay, what are the steps to writing a story?
Um you have to think about a story that you know, non-fiction or not non-fiction.
Okay, so let’s say it’s non-fiction.
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Non-fiction?
From your life.
Yes, from your life?
Mhmm.
It’s like a trip or a really exciting thing that you have done in your life and then you
describe it in words and then you write it on a piece of paper.
So when you describe it in words, what does that mean?
You’re trying to…
So let’s say you have your idea, what’s the very next step, what do you do next?
You think about it for a little bit.
And then what?
Then you put it into a story.
Once you put it into a story what’s next?
You publish it.
How do you publish it?
You can go over the words with black pen and you can color the picture in—draw a
picture.
All right, is there anything else you do, any other steps that you do?
Not that much.
Is there any thing else you want to say about how you write a story?
No,
Okay, great thanks.
5 Pre
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Have you ever heard of the writing process?
No.
So what are the steps to writing a story? What do you do in order to write a story?
I, so I think of something that I want to write about.
So what’s the next step?
Then I think of how the beginning should start, like if it’s a made up story…
Let’s pretend it’s a real story from your life.
Okay, and I wanted to say, just pretend it is, and I wanted to and I was telling you about
me going on a trip to a park and I went to a rollercoaster…
Are you still thinking at this point?
Yeah. I went to a park. There was a roller coaster and all the things that were there.
Okay what’s the next step?
And then, I just say the roller coaster looks like thisWhat are actually doing now?
I’m picturing myself on the rollercoaster and it’s so fun and I go down this big steep hill
like shhhhhhhhhhhhhoom!
Okay so once you imag—
And my mom screams—
Once you imagine this, what’s your next step? How do you write your story?
I imagine all this and write it on my paper.
You write what down on your paper?
All the things what they look like and what I did on them.
Is that the story?
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No.
What is that, what are you writing down?
That’s like a little detail to it. And the story is like I’m telling you what I did when I went
to the park.
So step one is, you think of ideas and you pick the idea. Step 2, what do you do next?
I write the beginning of the story.
You start writing the story?
Yeah.
Okay and how do you know when the story is finished?
I know when the story is done by just like so I write and when I’m done and that’s
everything I did and then I know it’s the end and I write an ending.
Okay how do you keep track of everything you want to write in the story?
I keep track by… I think by saying, so when I’m done with the beginning, sometimes I
put one finger up, well sometimes I don’t put one finger up but now I realize I should put
one finger up so I realize I’m done with the beginning and then I write down the middle,
and the middle is very long, and then I write down the ending and I put the third finger
up.
Okay is there anything else you do when you want to write a story?
Sometimes I think of an imaginary story and it ends up being really good even though it’s
imaginary.
Okay so you think of an imaginary story—
So what if I made up an imaginary story about a talking dog who talks like a human…
So once you have that idea, then what’s the next step?
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Then I write down the beginning, like if it was a flower and this boy, or whatever, once
there was a lonely flower in a school or whatever… Once very long, long ago in a flower
school there was a lonely flower. He was bigger than all the other kids in the class.
Oh and you just start writing the story?
Yeah
Great, thank you.
Wanna know how I learned the steps?
How?
In first grade we had these little things that you had to cut out and draw pictures instead
of write it, you draw the pictures for the three-set. The characters you draw, the problem,
and the solution. And then you start the story by actually looking at that and give you
ideas to write.
Okay so now is that what you think you should do in second grade? How would you
write a story in second grade?
Well since I’m much more smarter than I was in first grade cuz I’m much more older, I
used to write my handwriting, oopsies, that goes back in there, it can fit,
You used to write by what?
I used to write and I used to write with a piece of paper that had no picture spot because I
didn’t really like drawing pictures a lot, I just like telling the story, and once in first grade
I did a story about this girlOkay but wait, let me ask you some questions. Now, based on everything you know,
how should an author write a story? If you were teaching somebody, what are the steps
that you would do now that you’re much older?
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I would um…
First
First I would think of characters in my story. Second, I would think of a beginning, write
a beginning, what would be a good beginning for my story. So say, this would be a good
beginningYou don’t have to make it up right now. So say you wrote the beginning of your storyAnd then
What would you do next?
I would think of all the things I do in school, what would happen, and what was the
problem and everything, and then at the end would be a big solution what helped
everyone in the whole place.
Excellent.
6 Pre
Have you heard of the writing process?
No
What are the steps to writing a story? What do you do to write a story? What’s the first
thing you do if you want to write a story about your life, what’s the first thing you do?
I forget
Okay so let’s say right now I was going to have you write a story for me, what would you
do?
Write something
How would you know what you’re going to write?
You have to think for a little bit.
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Let’s say you have an idea, what’s the next step?
I’m not sure about that one.
Let’s say you have your idea, and you know what you want to write about, what do you
do next? What would be the very next thing you do?
Write a solution.
Okay and then after that, what would happen next?
Maybe they would have a problem in the story.
So lets say you picked an event from your life like a birthday party, what would you do
next?
Write something inside it.
Inside what?
Excited.
Oh exciting? Okay what’s the next step?
Tell more about your birthday party.
Okay and how do you know when the story’s done?
You read it again to add some more words then you know it’s done.
Okay so is there anything else you wan to tell me about writing a story?
No.
7 Pre
Have you heard of the writing process?
No.
What are the steps to writing a story? What’s the first thing you need to do?
You have to make one.
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How do you make it? What’s the first thing? Let’s take your finger out of your mouth.
Let’s say I wanted a story about your life, what would be the very first thing you do?
Write anything that’s… that you do.
How do you know what you want to write? How do you get an idea for a story?
I don’t know. I think its… you have to do the…
So lets make an imaginary thing. Lets say we were in the classroom and I wanted you to
write a story about some really great thing in your life. And I said, “okay it’s time to
start”, what’s the first thing you would do?
You have to write the title.
And then what?
Write things about your weekend?
Is that the story? About your weekend?
Mhm.
Okay then how do you know your story is finished?
Because it needs to be…
How would you know if your story is finished?
You need to check if it’s done.
Is there anything else you want to tell me about how to write a story? Or how authors
would?
I wanna tell you that authors could write nicely, and they could do things like make a
book.
And what steps do they need to do to make a book?

	
  

	
  
Write the author and see what you want to be the first thing. Then if you wanna write
something you could do some neat writing-—any step you could, like you can do any
pages.
And then you finish the pages, then what?
Then when it’s done you have to make another book, like the same thing.
Ok, thank you.
8 Pre
Have you heard of the writing process?
What writing process?
Have you heard of that term?
No.
What are the steps to writing a story?
Well first I think of one.
Once you have your idea what do you do next?
You write down your idea.
What do you write it on?
Paper.
Then what?
You write it down in black pen.
Can you tell me more about writing your idea down?
… no.
Okay so when you’re writing it down on paper, do you write your idea or story?
Story.
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So step one you think of an idea, step two…
Um I write it down on a piece of paper
And that’s the actual story?
Mhmm.
And then what?
I write it in black pen.
Are there any other steps to writing a story?
Oh you draw pictures.
Okay when do you draw them?
When you’re done writing.
9 Pre
Have you heard of the writing process?
Um no
Okay so what are the steps to writing a story?
You think about what you’re gonna write. Then you get your supplies to do it.
What would those supplies be?
Like some paper, a pencil, and an eraser.
Okay then what’s the next step?
Then you write it down basically.
What are you writing?
You write your story.
How do you know when your story is over?
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When you have something like a point where you want it to end, or a scene where its
gonna end, then it ends.
How do you know when you’re at that point?
Because when you thought of your story you know where it’s gonna end.
Okay are there any other steps you want to tell about that an author might do to write a
story?
Not really
All right thank you
10 Pre
Have you heard of the writing process?
No.
Okay so what are the steps to writing a story?
A beginning, middle and end.
So what’s the first thing you do?
You just think of a story in your life or just think of any fantasy thing
Lets say you’re doing a real thing what’s the first step?
You have to get a paper and a pencil
Okay once you have your paper and pencil what’s the next step?
You have to think and recall the facts about your story about the beginning middle and
end
What’s the next step?
You start writing?
How do you know when you’re done?
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You have a beginning middle and end and your paragraphs fit together and you write
scenes and each it could be a chapter book or not and you just make sure your scenes are
good and your paragraphs fit together and your sentences make sense
Is there anything else an author might do? Another step?
They might write a note to the reader like authors note or write about the author a little
bit.
Is there anything else you want to tell me?
Maybe you could write a connection to the story that you have.
Where would you put that connection?
(no answer)
11 Pre
Have you ever heard of the writing process?
No.
What are the steps to writing a story? What do you do to write a story?
I start by thinking of what kind of story I’m gonna do.
Once you have that idea, what do you do next?
I start at the beginning of the story and write it carefully with every single detail.
And how do you keep track of your details or how do you know what details you want to
put in the beginning of the story?
Before I start writing I always imagine the story and then I can describe it in the first few
sentences before I start.
So you spend time imagining it and the details before you start.
Yeah.
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Okay what do you do after you write the beginning?
After I write the beginning I start doing some dialogue and I keep going from there and
then I stop and do a bit more details then I keep going with dialogue and details.
And how do you know when the story is finished?
At the part that when I… once I can’t think of much I think about how to end it.
Is there anything else you want to tell me about how to write a story?
I always get the characters, figure out the characters, what they’re gonna be, what they
look like.
Can you tell me how you do that?
That I get my pencil and on the paper I start sketching it out
When do you do that?
I do that after the dialogue because I have to describe what the characters look like after
the dialogue.
So you think of your idea, then you write the beginning, then stop and sketch the
characters?
Yeah.
Are they on a separate piece of paper or are they part of the story?
They are on a separate piece of paper?
Then what do you do with those sketches?
I describe it in the story, then I put a line around it
A line around what?
Like a circle around the sketch then I know what that’s gonna look like for that part then I
draw another then I erase some thing on it then I redraw it to make it like a new day.
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Then do you keep those sketches?
No.
So you just do these sketches throughout the story and they help you?
Yeah.
How do those sketches help you with your story?
They help by describing if the person is walking I have to write in the story the person is
walking and why it is walking and what it is wearing when its walking
So when you’re all finished with your story what do you do with your sketches?
If it’s very light then I erase it and use the paper for my next story.
I see, all right, anything else you want to tell me?
No.
12 Pre
Have you hard of the writing process?
No.
So what are the steps to writing a story? What do you do?
I give the story a lot of detail and make sure it makes sense.
Okay so what’s the first thing you do?
That I like go on a vacation or stuff that I like.
Once you pick your idea, what’s the very next step?
Umm…I think of stuff that makes sense so everyone can understand my story.
OK And when you’re done thinking of stuff that makes sense what’s the next step?
Then …
So you’ve picked your idea, then what’s the next step?
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Check my spelling and go back
When do you write the story? After you’re done thinking what do you do?
I draw a picture then I’ll go back and make sure I get my spelling right, like there’s no
wrong words.
When do you draw the picture, after you write the story?
Yeah.
Then you go back and check your words?
Yeah.
Are there any more steps you do or an author might do to write a story?
Umm…No.
Ok Excellent. Thank you
13 Pre
Have you heard of the writing process?
No.
Can you tell me about the steps to writing a story?
Mhm.
What do you do to write a story?
I sometimes just like stuff that you need to fill out to get better ideas.
Oh tell me about that stuff.
Sometimes my brain starts fresh even if I did something last time I just try to remember
but I still fill it out again
Tell me what you fill out that’s interesting
A form about my story

	
  

	
  

182	
  

How does that form help you?
I just think about what am I gonna think about when I need a story, what place, I say all
that stuff
What’s the next step?
I write it on and its very messy then I write it on real paper then I try and figure out what
picture I need to draw and put it on scratch paper then I do it real.
Okay so you have quite a few steps. If we were explaining this to someone and they
didn’t know how to write a story, why don’t you tell me step one.
Try to ask your mom if they could ask you a lot of questions and write it on a piece of
paper and you answer.
Step two?
Once you got all those ideas in your brain and you print it on a piece of paper then you
write it and if you want you can do it a few times on a fake piece of paper and then you
write your real story and then you say, well lets see what pictures I should have
Okay.
And then you write a picture and then you say do I like this? And you write many so you
can choose which one you like better then you can put a picture ion each page.
Oh wonderful, so you know a lot of steps about writing a story.
14 Pre
Have you heard of the writing process?
No.
What are the steps to writing a story? What do you do?
A beginning, middle and end.
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So lets say you wanted to write a story about your own life, what would you do?
I would say when it happened.
What do you do for an idea for your story?
I would just say things that I keep in my memory then since I have a really good memory
they just pop and my head and I write stories about them.
Okay so once you have your really good memory, what’s your next step?
Then I think of what I should write first which is usually when it happened then I tell
where I went or whatever I was doing.
Okay so you take some time to think. Then step 2, what do I write?
Then I write what I think I should do first which is like when I did it or what I did or went
to the place.
Okay so how do you know when the story is done?
I just keep thinking of ideas and when I cant think of any more that’s usually the end.
Alright and tell me more about the beginning, middle and end.
Okay I have to think a little though.
You can say whatever you want.
Just as long as I don’t lie.
Right. I just want to know what you know. How do you know if you’re writing the
beginning middle or end? When you’re writing your story, how do you know where you
are?
Well sometimes I like think how long my beginning can be. When I was in first grade
Ms. Gieger told me you stretch the middle out and the beginning and end a little shorter.
Okay and you just do that as you write?
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Mhm.
15 Pre
Have you heard of the writing process?
No.
What are the steps to writing a story? What do you do to write a story?
Beginning middle and end.
What’s the very first thing you do? If you were to write a story about your life, what
would be the first thing you do?
Get a paper.
Okay then how do you know what to write?
(No response)
Let’s say we were teaching some one how to write a story? What’s the next thing they
need to do?
They have to think of what they’re gonna write about.
So once they get their idea, what’s the next step?
You write it.
What do you write?
About your story, like when I went to Hawaii or something. You tell all about it and you
have to have a beginning, middle and end.
And how do you know when you are writing in the beginning, middle or the end? If I’m
writing my story after I thought about the trip, how do I know if I’m in the middle of the
story story or not?
You check what you’re doing?
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How do I check?
You go back and read it and make sure you didn’t make any mistakes.
Okay then what do you do after you go back and read it?
Keep writing and if you get an idea from the things you already wrote, you can write it
down.
How many times do you go back and read your story while you are writing?
One or two times.
Okay then how do you know when the story is over?
When you’re all done and you do the ending and you like…all the pages and um… your
last page and you make the beginning, middle and end and you make the story.
Is there anything else you want to tell me about the steps to writing a story?
No
OK Excellent
16 Pre
Have you ever heard of the writing process?
No.
What are the steps to writing a story? What do you do to write a story?
I think of the characters for the scene.
Lets say you want to use an event from your real life what would be the first step? How
do you know what you want to write about? What do you do first?
Think.
You think, Okay and let’s say you picked an idea from your life, what do you do next?
You write all about it.

	
  

	
  

186	
  

Mhmm, and how do you know that you’ve written everything that you want to include in
the story?
Um…
How do you know that everything you want to be in the story is in the story?
You think about it first, write all that you want to do.
And when you’ve done that, what’s next? Are there any other steps to writing a story?
Yes.
There are? What are the other steps? (recaps what she girl said), what’s the next step?
Read it.
Okay, are there any more steps?
Nope.
That’s it?
Okay.
17 Pre
Have you heard of the writing process?
Like what type of writing process?
The steps to writing a story.
Yeah.
What are those steps?
Uh a beginning, middle and end.
How do you know what you’re going to do for the beginning, middle and end?
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You start with a title then and ending then the middle is all the action. The beginning you
start with “one day” or “once upon a time” and the middles like in the story telling what s
happening and the end is where he like goes home or something.
Okay let’s say we are writing a step-by-step list for somebody who doesn’t know how to
write a story, what would step number one be?
Think of a title.
Step 2?
Get a beginning.
Step 3?
Writing the middle.
4?
Writing the end.
Any other steps?
Probably punctuations and capitals.
What do you mean by that?
When you do a sentence put periods and know where they go.
Any other steps?
If you wanna do a contraction, like combine two words like I am, you can do I’m.
Are there any other steps you want to say about how to write a story?
No
Ok Thanks, excellent.
18 Pre
Have you ever heard of the writing process?
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No.
No, okay so what are the steps to writing a story? What do you do in order to write a
story?
Well I look at a book, I write it down, and then I draw a picture.
What if you wanted to write a story about your life, like an event from your life? What
would be the first thing you do?
Umm…
If I wanted you to write a true story about your life, what would you do first?
I’m not sure.
Okay so let’s say right now it’s time to write a story and I asked you to write something
that you did, and you picked your idea, what would you do next?
I would maybe write about hmmm…
You don’t have to pick the real idea, just tell me what you would do. Let’s pretend we
were teaching somebody how to write a story and we said step one pick your idea, what
would be step number two?
Write the story down.
What would be the next step?
Draw a picture?
There are no right or wrong answers. Are there any more steps after you draw a picture?
No.
Are there any more things an author might do to write a story? Or are there any more
steps?
I don’t think so.
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Thanks!
19 Pre
Have you ever heard of the writing process?
No.
What are the steps to writing a story? What are the steps you do?
I think of characters and first I always draw the pictures and see what they’re doing and I
write what they’re doing.
Oh clever, but what if you wanted to write a true story from your life? What’s the first
step?
I don’t know.
Let’s say we are thinking about cool things in your life and you picked an idea, what
would you do next? Pretend you’re making a list for some one who doesn’t know how to
write a story and step 1 as to pick and idea, what’s step 2?
Write about it and then you draw the picture, but if you don’t want to you don’t have to.
Do you like to draw the pictures?
Yeah.
So how do you know if your story is over and you included everything?
I don’t know
Is it just something you know?
Mhmm.
Are there any other steps you want to tell me?
No.
20 Pre
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Have you ever heard of the writing process?
No.
Okay what are the steps to writing a story?
First I think of something to write about. Then I think what would be the beginning
middle and end. Then I start writing a story. Then I think of the words before I write them
down.
Do you do anything else before you start writing the story?
No that’s pretty much all.
Okay how do you know when you’re in the middle or the beginning or end?
Cuz umm when I’m in the beginning I always write like two pages then I put a lot of
pages in the middle then I put as much pages as the beginning for the end.
Then you know you’re finished?
Yeah
Are there any other steps that other authors do to write a story?
I don’t know.
21 Pre
Have you heard of the writing process?
No.
What are the steps to writing a story? What are the steps you do to write a story?
(No response)
Do you want me to ask you a different way?
Yeah.
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Okay, let’s say I wanted you to write a story about an event in your real life, what’s the
first thing you would do?
(No response)
Are you not sure?
Yeah.
Okay, so let’s say you were thinking about your life and an idea about your life, and you
picked Halloween, and I said, write a story about your Halloween. What’s the very next
thing you would do?
Put where you went trick or treating.
And where would you put that in the story?
Yeah.
Okay and what would you do next?
(No response)
Not sure?
Yeah.
Let’s pretend we are making a list for first graders, teaching them how to make a story
step-by-step. So step 1 is pick and idea, what would step 2 be? Do you have any ideas?
No.
No ideas?
No.
22 Pre
Have you heard about the writing process?
No.

	
  

	
  

192	
  

Okay what are the steps that you do in order to write a story?
I… to write one?
Yes, if you wanted to write a story from your real life, and you wanted to explain to
somebody how to do that, what would step number 1 be? What do you need to do first?
You have to paint a picture in your mind?
How does that help you?
Because you can think... it’s hard to explain. It’s like you can think of something then
picture it in your mind.
So now you have an idea right? What’s step 2?
Write it down.
And what are you writing down, the idea?
Yeah the idea.
And then number three?
Yeah.
When you write the idea down do you write the story or the idea?
The story.
Oh, so step one is you paint the picture in your mind and get an idea?
So step number one was that —yeah, and 2, you write the idea and 3, you write down the
story.
Oh okay so lets go back to step number 2 where you write the ideas, how do you do that?
Well you like you think of it and then you um remember it and then you write the idea
down and then you on step number 3 you do the story.
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Okay so give me and idea for a story… trick or treating right? Okay so after I picture
that, I write down on a piece of paper trick or treating, and then do I write down anything
else before I start my story?
Hmmmm I don’t think so no.
Okay and how would writing down my idea help me?
Oh you could look at it and then picture it again in your mind
So I could look at the word trick or treating and it helps me to remember the story?
Yeah
Thank you. Okay so are there any more steps you want to tell me about writing a story?
I don’t know
Ok Thank you
23 Pre
Have you heard of the writing process?
No.
Okay so what are the steps to writing a story?
Mostly to make interesting words, describe stuff, and…
So lets pretend we are making a list for some one who doesn’t know how to write a story,
and lets say I wanted to hear a story about something from your life, what’s step number
1?
To think about all the details.
So once you pick and idea, you think step 2 would be to think about details?
Yeah.
Okay so what ‘s the next step?
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Probably to get writing a story.
Okay.
And then you could probably check the words and see if you could get it interesting.
Okay so when do you check the words?
After you’re done with the story and then you could go back over it and then you could
just publish it.
Great. Are there any other steps an author would do to writing a story?
Probably you should underline words if you don’t know them and I’m not sure what else.
All right. Thanks
1 Post
So have you ever heard of the writing process?
The writing process is when you’re getting ready to publish and you do step by step
Okay and what are those steps?
Number 1 is to get your story planned and to follow your story to make it make sense is
your map and you should always have your map beside you because if you’re not
following something then your map can show you where you’re going. Number two is
writing. If you got your story all planned and you think its gonna make sense then you
should start writing. Number three is editing
What’s that?
It’s adding details. You should make your story more interesting so maybe you should
edit.
Then what?
Revise. Adding details part
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Editing is?
Checking for stuff
Like what?
Mistakes. Capital letters, periods and punctuation. Revising is adding details to your
story.
Then what?
Then it’s time to publish your story. When its ready you have your about the author, title
page, title, and you have all your pages together
Can you tell me something? You mentioned mapping out the story. Can you explain what
that’s means?
It means you just get your story in place. When you map you are ready ready to make
your story.
Why would you map your story?
If you make a mistake and you should erase it, not a big chunk of it just a little bit to
make a little more sense.
How does mapping your story help you make a better story?
Maybe one of your events could have some interesting parts in it for revising.
Do you think mapping out a story helps you write a better story?
Um yes .
Does it help you? And how?
It helps me because I can always check it if I just have a problem in my story.
Are there other ways that it helps you?
Yeah if I have a lot of room in one of my events I can just revise it.
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How did you choose your planning partner?
Well because since there was none left. [Name deleted] seems to be a smart kid and he’s
pretty good at writing stories and mapping his stories and making it make sense.
How did you like working with your partner?
It was good.
How come?
He asked me different questions that were not in the map and it actually helped.
Oh really how did it help?
It helped for some little teeny parts that I might miss.
Do you think having a partner helped you as a writer? How?
It helps me think of a story more.
How does it help you more?
It helps me more to think of a story title that happened because I already have the story
mapped down and I just kinda like writing stories a lot. It helps me because he does a lot
of stuff that I don’t think about.
2 Post
Have you heard of the writing process?
Umm no.
Can you tell me the steps to writing a story?
Oh yeah I have heard of it.
Can you tell me about it?
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Okay so step one is you get a story map, and then step two is that your interview yourself
or you have a partner and they interview you and then when you’re done with your story
map, then you write the story.
Anything else?
Then you publish.
Are there any steps you need to know for publishing?
Um yeah. Make the cover, and make the title page, and make the written and illustrated
by.
Can you tell me more about interviewing your partner?
That means it helps you with the story that you’re going to write?
How does that help you?
It makes it so you know what you’re going to write and better.
What do you do so that you know the story better?
You um, wait what did you say?
You said interviews and your story map help you know your story better; how does it do
that?
Because you like write all the scenes and then you have to follow the story map because
it’s your story map. It’s kind of like you’re driving on a trip but it’s not that kind of map
but it’s kind of like it.
It’s a map for a story?
Yeah.
So how does that help you make a better story?
It would help you make a better story um...
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What’s it do for you? Like how does it help you?
It reminds me about the story I’m gonna write about, the scenes.
Do you use your map?
Uh-huh. But the first time I was really confused so I didn’t really but then when I learned
that you had to use your map, then I started using it.
And how did you use it?
I used the scenes and the people.
When you’re in the middle of writing and someone asked how you use your map, what
do you do?
I just look at the scenes and follow them, and look at the people and include all of them.
And if I don’t include all of them, that means I have to erase them.
Anything else you want to say about it?
Um no.
Who’s your planning partner?
My planning partner is [Name deleted] .
And how did you choose her?
Because you tested her and she was really good at it and that’s why I chose her.
When did I test her?
Remember when you were doing an example?
Oh I used her as an example?
Yeah.
What did you notice about her?
She was really good at it.
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So what were you thinking?
That I should just pick her.
Wow that’s clever, you really pick up on things. So how did you like working with her?
Umm it was really good.
Because?
Because she just asks me all the questions and we tried to fill up the whole box but we
kind of had to write small because there was a lot.
Sounds like she helped you remember a lot of stuff. So how does that help you as a story
writer?
Well the people and the umm well the first part before the people and scenes, it helps me
remember and it helps me like kinda like get the scenes ready so I know what they should
be called.
How does that make you feel, having them all ready?
Good.
If its planning time, do you prefer to plan with a partner or by yourself?
Um either.
What would be the good part about one or the other?
Umm...
What’s the good part about planning with someone.
With someone? It’s like they can help you a little bit and probably ask you a little more
questions.
How is that a good thing?
And they can help you with your story if you get stuck or something.

	
  

	
  
What do the questions do for you?
Well they are on the story map, those are the best questions I remember.
How does that help you?
The story map?
The person asking you all the questions.
It helps you remember the story a little more.
What’s good about planning alone?
It’s like you just do everything by yourself and if you get stuck you can just think and
think what to do and then something happens and you do it.
Anything else you want to add?
No.
Nice.
3 Post
Have you heard of the writing process?
Yes.
Can you explain it to me?
Um yes. Pick an event, map it out, then you write it.
Any other steps?
Then you edit and revise and then time to publish.
And what is editing?
It’s fixing and making sure everyone talks.
Okay and how about revising?
Checking you have action and adjectives.
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Can you explain mapping it out to me?
Write down everything and describe it like who’s there, what it’s about, and things like
that.
Tell me why you would do that.
Umm I, so you remember what to write.
How can it make you write a better story?
Because then you don’t like do another story in the middle of the story.
Has that happened before?
No.
How else could it help you make a better story?
It could help you remember who’s in the story, and what it’s about.
Anything else? How does your story map help you?
I don’t really know.
Do you think it does help you write a better story?
Yeah.
But you don’t know how?
Mhm.
Anything else about the writing process?
Not really.
How did you choose your planning partner?
I did the can of names.
You did the can of names when you had a free choice?
No.
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How did you choose? Who did you choose?
[Name deleted].
And how did you choose him?
We really like sharing what happens in the book series we really like.
During independent reading time?
Yeah.
So that made you want to pick him?
Yeah.
Alright. So how did you like working with him?
Well he’s really good at helping me do the events.
How come?
He asks me lots of stuff about them.
And how does that help you?
Because he writes them down and I can like remember the whole story.
That’s great. Do you think having a partner helps you as a writer?
Mhm.
Would you rather plan with a partner or without a partner?
With a partner.
Is there anything else that makes it better working with a partner?
Well you kind of have to describe it so you describe it in the book so the reader knows
what you’re talking about and what the character looks like?
So your partner forces you to think about how to describe it better in your book?
Yeah.
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Is there anything else?
Not really.
4 Post
Have you heard of the writing process?
Yeah.
Can you tell me what it is?
The writing process is something that sort of teaches you about personal narrative and the
first thing to start is you have to get a map and you plan it out with a planning partner,
and he asks you questions for the story you’re gonna write about then when you have to
do like 3 events and when you’re done doing that you start to write a story. Then after
you like write a couple stories you pick one you really wanna publish then you have to do
an about the author. Actually before you do that you have to edit and revise a little bit.
And what does that mean?
You have to fix up your story you can put like talking marks better like punctuation.
Then you do your about the author on the computer.
You mentioned revising.
Oh yeah revising is where you like add some more adjectives and like…
Okay, go on.
About the author? After that you pretty much like do your comments page and after that
you have to do your story then you draw pictures and you do written and illustrated by
Charlie. Then you’re done!
Okay can you tell me more about mapping it out? Why do you map out a story before
you write?
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So you know where you’re going and you don’t just do like random stuff in the middle of
your story.
And how does it help you write a better story?
Because it has all these thing that you like need in your story and it tells you where you
are so you don’t just go like... it’s supposed to be like you’re in Hawaii and you talk
about Florida, you don’t just do like random stuff.
Does it help you in any other ways to write a better story?
Umm… I don’t know.
Okay is there anything else you want to say about writing?
No.
Okay so how did you choose your planning partner?
We just pretty much sat on the carpet then walked over to someone to see if they would
be your planning partner.
And how did you choose? Who did you choose?
I choosed [Name deleted].
And why did you choose [Name deleted]?
Because he is my friend but he doesn’t goof off with me that much.
And how did you like working with [Name deleted]?
It was good.
Do you think your partner helped you be a better writer? How?
Because it’s not just like you doing it by yourself, they ask you questions just to pull it
out of you.
How else does it help you? What does that mean?

	
  

	
  

205	
  

They ask like where did this event take place.
How does that help you write a better story?
So you can like sort of...
Not sure?
Yeah.
Do you think you prefer to plan alone or with a partner?
I like to plan with a partner.
5 Post
Have you heard of the writing process?
Yeah.
Can you tell me what it is?
So first you need to think of an event, then you need to map it out, then you need to pick
what your event number 1 is called, and your event number 2, and event 3, and when
you’re done with three stories you’re gonna edit and revise when you’re done. Editing is
like adding or changing details and revising is like add is like you need to make sure you
have talking in all your scenes, your punctuation, so when you’re talking you put talking
marks, when it’s calm you put a comma, and if it’s the end of a sentence and the narrator
says it you put a period and if you’re excited you put a exclamation point and if you’re
asking a question you put a question mark.
Excellent, then what after you do all that?
After that you get to make a cover, about the author, and a title page and you need to
make a comments for whatever your name is.
Can you tell me more about what mapping it out means?
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Mapping it out means is like when you get a little map about writing and it says what’s
your feeling, you write your feeling, then it says that’s like and then, then you need to
write what your main event is and then it will ask you all these other questions. Then the
next one, it tells you that where did this event take place? Then it says who is in the story.
You need to write who is in the story and where it takes place and then you write event
number 1, 2 and 3.
So why would an author do this?
So that they actually know what they’re doing so like if you’re writing a story without a
map you don’t remember what you were doing because the map helps you remember
what you were doing.
I see and how else does planning it make you story better?
If you don’t map it or like plan it, your story is gonna be all mixed up because you’ll say
“first we did this” then you’ll say what you did in the last part in the middle part and in
the middle you are gonna do different scenes in the wrong place.
Okay, what else helps you make your story better?
Because if you don’t have it, it makes your story all weird, because you put in things you
don’t even know and you’re not doing a personal narrative you are basically making up a
story.
I see. Anything else you want to say?
No.
Who was your planning partner?
[Name deleted].
How did you choose your partner?
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Well when I was looking I found a partner but someone asked before me so [Name
deleted], [Name deleted] and [Name deleted] were the last ones and I was trying to be
with [Name deleted] because she isn’t really a recess buddy anymore in the mornings but
[Name deleted] wanted to be with [Name deleted].
Okay so you didn’t want a recess buddy.
No.
Why not?
Because then I just goof off with them and I didn’t wanna goof off.
So how did you like your partner?
It ended out being pretty good.
Okay.
And [Name deleted] wrote a lot of stories in a very short period of time but they were
really good even though she wrote them so quick.
How did she write them so fast?
I don’t know.
So do you think having a planning partner helps you as a writer?
Yeah.
How?
Because the planning partner just gets to ask you all these questions and then it actually
gives you more details to stick in the story and it helps you with the details you can add
to the story so it’s not just one line for each like event. It’d be pretty boring.
So did your partner ask you lots of questions?
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All the questions on the map she read me but when we were doing the story about the
first day of second grade, she didn’t really need to ask me a lot of questions because they
basically know what it was because I was there.
Did you talk about it anyway?
We talked about it but we said what does every person look like but I said we don’t need
to because there are 23 people in the class it will take forever.
That’s right. So if it’s planning time do you prefer to plan alone or with a partner?
With a partner.
Why?
Because she can pull the story out of me even if she doesn’t know the story because I told
her what it’s about what my feeling is then she’ll get all these ideas like say I was writing
a story about going to Lake Tahoe and I was happy she says, “Well did you go skiing,
Did you throw snowballs or have a snowball fight? Did you drink hot cocoa? Did you do
all this stuff?”
So she pulls a lot of details out?
Excellent. Is there anything else?
No. Can I hear it?
I will share it with you later.
6 Post
Have you heard of the writing process?
Yes.
Can you tell me what it is?
Well one’s editing and another one is time to publish and another one is umm hmmmm.
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Forgetting your ideas?
Yeah.
That’s okay, so if you wanted to write a story, what are the steps? What’s step one?
Write their first name and last name.
Okay what’s next?
First person.
Okay then what do you do next?
Well you have to think and you have to...
What happens after you think? You get your idea, then what do you do?
Start writing whatever you want if you’ve got your story.
How do you know if you’ve got your story?
Well you pick the favorite story that you really wanna write.
Then how do you know what you’re gonna write?
Well you gotta think and think if it’s non-fiction it’s true and fiction it’s fake. If it’s nonfiction you have to think what you did in your life.
And once you have an idea from your life, what’s the next step?
I forgot.
Well what would you do? Pretend you are in Writers’ Workshop and you have an idea,
what do you do next?
You do, well you do... If you want to talk then you add some talking.
Alright, who did you choose for your planning partner?
[Name deleted].
And how did you choose her?
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Well [Name deleted] and her and [Name deleted] were all ro-sham-boing and she said
okay.
And you got her?
Mhm.
Okay so how did you like working with your partner?
Pretty good.
And what is it that you and your planning partner do?
Nothing.
You have a partner but you do nothing?
Well she writes the story map.
Okay, so tell me about a story map. What is that?
It’s when you fold this paper and it tells you directions and you got these little lines that
tell you too.
So why would an author make a story map?
To... if you don’t know how, if you forget how to write the story it helps you?
Oh, how does it help you?
It helps you by if you don’t remember you just look at your story map and say “oh that’s
what I was gonna do.”
How else does it help you?
Well you follow the story map to get a better story.
Why does it make your story better?
Because if you don’t even look at your story map you don’t know what you’re writing.
I see so it helps you know what to write next?
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Yeah.
Alright, and do you use one?
Yes.
And does it help you write a better story?
Yes.
Do you think having a planning partner helps you be a better author?
Kind of.
In what ways does it help you write a better story?
Well if you are writing a story, he or she asks you a lot of questions and you have to think
about what you are gonna write and you try and get it and she asks you all these questions
or he.
And these questions help you remember all the details?
Yeah.
So when you are planning a story do you prefer to do it by yourself or with a partner?
By myself.
But do you think they help?
Kind of.
But you’d rather do it by yourself?
Yeah.
All right, thanks.
7 Post
Have you heard of the writing process?
Yes.

	
  

	
  
Okay can you explain it to me?
The writing process is that something is like that you map an event.
Then what?
Then you map it out.
What’s the next step?
Then you...
Got it all mapped out, then what?
You write a first draft.
Sure, then what?
Then you publish.
Is there anything else you need to do before you publish?
Mmm no.
Alright good job. Can you tell me what mapping it out means?
It means that you map out that you...
What is a map?
A map is where you go if it’s somewhere far you go.
So what’s a story map?
A story map is that you have to...
Write down what?
Write down the things you want to publish.
Why would you use a story map?
I don’t know.
How does it help you be a better writer?
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You just have to try and be calm and write better.
So when you are calm and map out your story, how does that help you write a better
story?
Write a story... You just have to get a piece of paper. And first you make the title then
you have to do written and illustrated by then you do the first story that happened?
How do you know which story is first?
I don’t know.
So who’s your planning partner?
[Name deleted].
And how did you choose him?
He picked me.
Oh he chose you. Why do think he chose you?
Because we’re best friends.
Oh nice. So how did you like working with him?
We really liked helping each other.
How did you help each other?
I’m not sure.
How do you think having a partner helps you be a better writer?
Because hmm I think I’m not sure.
If it’s planning time, do you like to plan by yourself or with a partner?
By myself.
Why?
Because I just feel like doing it.
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So you are the kind of writer that works by yourself?
Yes.
Okay, thank you.
8 Post
Have you heard of the writing process?
Yes.
Can you tell me what it is?
So like um you write, you pick an event, map it out, write down your first draft, make
sure to follow your map, edit your punctuation and spelling, revising and then time to
publish.
Can you tell me what revising is?
Add or change details.
Alright, can we go back to the pick your idea and map it out? Can you tell me more about
mapping it out, what does that mean?
You get a story map and fill in all the questions
And why would you do that?
So you know how to write and fill in your events so you can always look in there and if
you forget, if you see what characters you did.
How does having a story map or planning your story help you have a better story?
Wait what did you say?
How does your story map help you with your story?
It tells you everything you need.
Anything else?
No
Do you use a story map?
Yeah.
How does it help you?
Mmm sometimes it helps me, sometimes it doesn’t.
Oh tell me about that. That’s interesting, when does it help you?
Sometimes I look in it but I don’t really need it.
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Because? Is it because you already remember?
Yeah.
Okay. Let me ask you some other questions. Who’s your planning partner?
[Name deleted].
And how did you choose your partner?
I don’t know, I just like [Name deleted].
And so you just chose some one you like?
Yeah.
Yeah, she’s a nice girl, isn’t she? How did you like working with your partner?
Good.
Why?
Because she’s like really nice. And I like how she like reads the questions to me.
Really? How come?
Well her voice sounds good.
Oh and do you think having a planning partner helps you as a writer?
It helps me… uh wait
Do you think having a partner to plan with you helps you as a writer, helps you make a
better story?
No.
No, it doesn’t really help?
No.
So if you were planning a story, would you rather do it with a partner or by yourself?
Uh Partner.
Really? How come?
I just like sitting with my planning partner. Usually we sit like over where the computers
are.
Oh?
Yeah that’s what we did for the first few the first few stories.
So do you think she helped you write a better story?
Yeah.
How did she help you do that?
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Sometimes I asked her questions and she answered me, and then so I get a better story?
How does that help you get a better story? Does it help you get ideas?
Yeah.
9 Post
Have you heard of the writing process?
Yes.
Can you tell me about it?
First you pick an event, which is like, when you pick an event it’s an event in your life
that happened and it can be big or small like a huge trip or small play date, and then you
map it out on story map and your story map helps you write the story. And then you write
the story and you call it your first draft cuz you can publish your story later if you want
to, and then you edit which is like um which is sort of like revising but you have to fix
your stuff like spelling and no revising’s that. Editing is adding, wait no... uhh and it’s
sort of like revising because revising is the next step, and it’s like adding details and stuff.
Right, so editing is what?
Editing is fixing your spelling and punctuation.
Great.
And they both make your story better.
Great, and then what comes next?
And then you publish and you use the computer to make your about the author, your
comments page and your title page and you make a rough draft of your about the author
as well. Also, you can use any fonts you want on the title page or the comments page.
Excellent, can we go back to your planning and mapping?
Yes.
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Can you tell me why you plan or map before writing the story?
You plan or map before you right the story cuz um like if you shared it at writers
workshop and said “I want to write a story about this” and it was a totally different story
and you don’t have a map to follow and it could be bad cuz you don’t have a map to
follow and you need a map for a different story.
Oh so it wouldn’t match the different story. How else does having a map help you? Help
me?
Mhm.
Well it helps me like if I forget anything like the scenes or something I just look at my
map to figure out what I need to do.
Alright so how could using that map make your story better?
Well it could make it better because using it, if you forget something when you are
writing your story, then your story turns out to be a totally different thing from what you
said it was then if you shared it at authors chair with you map people would be confused
and think “I thought you were gonna do this story, but now you’re in a totally different
subject.”
So you could write the wrong idea. Does it help you be a better writer in any other ways?
No.
Does it help you write better in any other ways?
Well if sorta I can look at the scenes sometimes I might do chapters, but in my last story I
just wrote I just did, you know those thing in between that separate the paragraphs that
are like about different subjects?
Yes.
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I do that.
Oh that’s clever.
Can you tell me how you chose your planning partner?
I chose [Name deleted] because she sits right across from me, and we work really well
together because before there was even a Writers’ Workshop we corrected our papers
together and I thought that was fun.
And how did you like working with her?
I liked it better than doing my story alone.
And so, what kind of things were nice about having someone?
Well you get to think together and you get to have a private spot and that’s fun.
And do you think having a partner helped you?
Yeah it sort of did because having a partner gives you someone to talk to about your story
because you wrote the story so you know everything but your partner might want to ask
you questions or details to help you get your story out and help you write a better story.
And did that happen for you?
I don’t think so, [Name deleted] is sort of speedy I think and I’m not, well that’s what I
think.
So she’s speedy in what way?
So she just asks the regular questions and then not to be mean to [Name deleted] but if
she asks and I tell her a few details she says “alright that’s enough”.
Oh so you need a partner that listens and pulls out more details?
Not necessarily but I just noticed that.
Alright well that’s a good observation. Is there anything else?
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No.
10 Post
Have you heard of the writing process?
Yes
Can you explain it to me?
So um there are a couple of parts to the writing process. There’s first you have to pick an
event and map it out with a partner. Then after you are done mapping it out you have to
get paper and start writing it. Of course. You have to make sure that you follow your map
though. And when you think you want to end your story, end it with closure. End it with
your feelings. Make sure you have talking marks and make sure people talk. Make sure
you have the right punctuation. And after you are done you have to fix your spelling, you
have to revise it, and edit your story. And after you are done with that, make your cover,
title page, your about the author, your comments page, your dedication. And then you
make it into a book.
Cool, so you mentioned map it out or plan it. Can you tell me more about that? What
does that mean?
Um. You have to tell them what you are doing. You have to give them the details, like
where were you, what and who, how, well not how. We have what where who… pick an
event…
That’s ok, so why, why do you prewrite or plan your story?
Cuz if you don’t you might get lost, like you are just writing anything and you don’t
know when you are going to stop. You just don’t know where you are going.
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Ok. So how does that plan make your story better? Or how does it make you a better
writer?
Um cuz, you can feel focused and it helps you to focus better and make your paragraphs
fit together better and your sentences.
OK So do you think making a story map helps you as writer?
Yah
How did it help you?
Cuz if you forget a detail, you can just look in it and see it. Like if you forget, Who was I
with? Just look in the “who” door. What am I doing? Just look in the “what” door.
Cool. So thinking back to your planning partner, how did you choose your planning
partner?
Well I didn’t really choose it, my planning partner chose me and I said yes.
Oh. So how did you like working with your partner?
Good.
Do you think having a partner helps you as a writer?
Yep.
How?
Cus they can ask you questions. Cuz if you interview yourself, it is kinda hard for you to
dig everything out of your self. Yeah.
So how do you prefer to plan, alone or with a partner?
With a partner.
Anything else you want to say about writing.
Um, well I just like it cuz when I write it makes me feel calm.
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Oh cool, great. Well thank you.
11 Post
Have you heard of the writing process?
Yes.
Can you explain it to me?
The writing process is when you get a map so you can figure out what you can what your
story’s gonna be about so then you plan it all out. Then you start by writing the title and
the first page. Then you begin your story all the way. And every time you go to the next
scene you always put the title on the next page. And to make sure you always put the
page number on the bottom so you don’t think that page number was page number 5.
What else?
And then you have to write you have to think like if you put too many letters like if you
forget how to spell it but you remember, you have to fix it. But the words you know but
couldn’t fix earlier, then you have to fix it up with someone like an adult or something.
You have to fix it so you can type it on the computer and you print it, and you have to
make a beautiful picture. And then make a cover for it.
Anything else?
No.
Can you tell me what planning means?
It means figuring it out. Like if you have a plan to go to San Francisco you have to get a
map, you have to figure out how long it will take, how many hours and how much stuff
you need to go there and transportation.
So how is that like planning your story?
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You have to get a story map, it says the event. Then you write details that you could write
in your story then you write characters then you write all the events.
How does that help you with your story?
It helps you by if you forget like if you remember in the beginning of the story you went
to the water park then you went all the way to a regular park, you might forget to put you
went to a water park in the beginning, you might just skip all the way to a different scene.
Is there anything else that helps you?
No.
Is there anything else you want to say?
No.
Who’s your planning partner?
[Name deleted].
How did you pick her?
We can always figure out things.
So what made you pick [Name deleted]?
We usually always are together so that we could actually do this better instead of being
softer because you don’t really know what to do next.
Okay so you felt comfortable working with her?
Yeah.
Do you think having a planning partner helps you as a write?
Yes.
How?

	
  

	
  

223	
  

That you can always talk to them like if you’re stuck and they were there they can always
help you so you don’t have to remember every single detail.
And how do they do that?
By like saying like “don’t forget we went here and then we went here. We didn’t go here
then there”.
What if they weren’t in your story, how could they help you?
They could still ask you “are you sure you went here first, are you sure you went here?”
And how is your planning partner doing that? Is she good at it?
Yeah.
Do you think you write a better story with a planning partner or without?
With.
And if you have a choice to work with a partner or by yourself what would you choose?
I would go with having a partner.
Really how come?
Because they always help you figure out doing details that you didn’t remember. Like if
you say you went on the slides then on the swings, and you say you went on the swings
then you went on the slide they will be like “are you sure you went there?” you think in
the back of your mind make sure you went there so it’s more realistic.
Oh great. Anything else?
No.
12 post
Have you heard of the writing process?
Yes.
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Can you explain it to me?
It is when you process through steps like you have to edit your story and then you have to
make sure you’re spelling good and you have to make sure all of it makes sense like you
didn’t just write random words and then just go off and that’s it.
Alright so how do you make sure you’re not writing random stuff?
You read your story and if you write “the” fifty times, you just make it one “the”.
And when you are first writing a story, what’s the first thing you do?
I first write a draft. I write a whole story before it’s gonna be published. I write a draft
and then make sure it’s all good.
And how do you know what you’re gonna put in your draft?
I start with the draft and do and then I write the real story but then I’ll write it again after
and make sure my writing’s all nice.
Are there any other steps if you were telling someone how to write a story?
No.
Who’s your planning partner?
[Name deleted].
And how did you choose him?
Well, there was no one else really and it was just him, so I just used him because I
couldn’t choose any other partner.
Okay and so how did you like working with him?
He is a really good partner. He would never say no when I asked him to do a story map.
Oh what’s that?
It asks you like your feeling and tell us about talking more about it and stuff.

	
  

	
  
Tell me why you would make a story map?
Because you don’t know where you are going without it.
Do you use story maps?
Yeah.
Does it help you?
Yeah.
How does it make your story better?
Because you know umm like your three steps or three stories in the book so you know
like what to write about it so your map tells you where you’re going.
Do you think it helps you be a better writer and write better stories?
Yeah.
How does it help you?
Umm well [Name deleted] sometimes tells me some details to my story and stuff so it
makes all my stories better.
Would you prefer to plan by yourself or with a partner?
A partner.
Why?
Because I’m more comfortable writing with a partner.
How come?
Because I like sitting next to someone like they can tell me suggestions and I can tell
them suggestions.
Anything else?
No.
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13 Post
Have you heard of the writing process?
Yeah.
Can you explain it to me?
It is you first map it out and write all this stuff, then you umm you look at your map and
see the first event part and then you write it and then every time you start a new event or
it’s another day and you forget what you’re doing you can look at your map. Then if you
feel you read it over again and if you feel like it’s not good then you edit it and revise?
What does edit and revise mean?
Revise means you put more words and change words and edit means you put like
commas, periods, exclamation points...
Then what happens?
Then you publish your story.
Can you explain mapping to me?
If you’re at home then your mom give you some questions and you ask her to write them
down and then you answer them.
What do you do with that information?
It tells you what you’re gonna write about.
How can making that map help you write a better story?
So whenever you forget what you’re doing you can just look at your map, then you know
what you’re doing.
How else does it help?
Because if you don’t follow your map, your story will go wrong.
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How will it go wrong?
Because like you’re writing and then you don’t remember and you just say “oh yeah, I
remember,” but you don’t really and you go off the track of the plan and stuff.
Has that ever happened to you?
Not really.
Anything else you want to say?
No.
Who was your writing partner?
[Name deleted].
And how did you pick your partner?
From the can of names.
Well kids just picked, maybe he picked you?
No, I just didn’t want anybody that likes to play with me and stuff.
Oh how come?
So they don’t in the middle of interviewing me, they don’t just say, “Oh want to do
something else and play?” kind of stuff.
How did you like working with you partner?
I don’t know.
Was it that you chose the wrong partner?
No I think I chose the right partner.
Okay so what part worked well and what didn’t work well?
It worked well, it just um... he was like, uh, writing and then he would go to me and say
“what are you doing?” and he interrupts me kind of.
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Oh so you got interrupted?
Yeah.
Okay. Do you think having a partner helps you be a better writer?
Yeah.
How come?
So the person knows it and um I make sure people know my story.
And how does that make you a better writer if people know your story?
It means your story makes sense because people know what I’m writing about.
Oh I see, are there any other ways it helps you be a better writer?
I don’t know.
Okay. Would you rather plan by yourself or with a partner?
With a partner.
So that makes it easier for you?
Yeah.
Anything else you want to say about it?
Uh no.
Excellent.
14 Post
Have you heard of the writing process?
Yes.
Can you explain it to me?
First you pick an event then you map it out, then you write the story about the event you
picked in your life, then you fix any things in the story like punctuation then you publish.
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What does planning your story mean?
Umm.
Can you explain it to me?
I’m trying to think for a minute.
What do you do?
Well you just think, then once you find a story you can like plan what words you’re
gonna put in your story and things like that.
What else do you plan? What are the steps?
Okay well I just pick an event while we get the map ready, me and Emily because we
never really had another planning partner. After we think of the story that we’re are
gonna write. Then we ask the questions, like pretend I am interviewing Emily, I ask her
all the questions on the map.
And how does that help make a better story?
Well it gives you like details like if you didn’t really plan it you might not know when it
happened or things like that.
So does planning help you make a better story?
Probably. Yeah.
How does it help you?
If I didn’t plan it out with a map, like we don’t in first grade, like one time I was writing a
story about going to the movie theater with my grandmother and my brother, I didn’t tell
when it happened I just like told like what we were watching there, um and it was kind of
a long story. I think it was about eight pages, something around eight.
How is planning better?
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Well now since I plan it, now I know to tell when it happened, how long it was, some
other things too.
So planning it helps you write a better story?
Yes.
Anything else?
Not that I can think of.
How did you choose your planning partner? Because you had free choice, so how did you
choose?
Um...
How did you decide?
Well umm I just kind of wanted it to be a girl because I’m one. And I didn’t want to pick
someone like [Name deleted] because then we would just talk about totally different
things so um when I picked [Name deleted], we usually stayed on track but sometimes
we talked about other things too.
That’s good. How did you like working with her?
Um, good.
Do you think the partner helped you as a writer?
Maybe.
How come maybe? How did it help you or not help you?
Well it’s probably easier to have a partner than just do it yourself because it has some
things that a person should be asking you not you should be asking yourself?
How does that help you?
I don’t really know.
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How did it help you make a better story? Not sure?
No.
That’s okay.
15 Post
Have you heard of the writing process?
Yes.
Can you explain it to me?
Yeah. It’s like well first you pick an event then you plan it on your map, then you write it
out and follow your story map. Then you do punctuation then you fix your spelling and
then you do the title page. And about the author, comments for somebody and then
you’re ready to publish.
Can you tell me what mapping it out means?
There’s where were you, and you write down, there’s questions and like who did you go
with, who was there, and then you follow it like event 1, 2 then 3.
Why is that important?
Because you need to know what you’re gonna write about and...
How does that make your story better?
Because you already figured it out and you did...
How does figuring it out help you make a better story?
I don’t really know.
Are there any other ways it helps you?
Yeah.
How?
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If you do it with a partner and they help you spell words and stuff then you can do it with
them and read it over and make sure it makes sense.
Who was your partner?
You and [Name deleted].
How did you like planning with a partner?
Good.
How do you think it helped you as a writer?
Like they tell you what like they give you more ideas.
Anything else?
They help you by like “that word’s not right” like that.
Spelling?
Yeah.
Do you prefer to plan by yourself or with a partner?
With a partner.
How come?
Because it’s easier so you don’t make mistakes in your writing and you can tell them.
Tell them what happened?
Tell them like period after a sentence...
So a partner makes thing easier?
Anything else? No.
Alright good job.
16	
  Post	
  
Have	
  you	
  heard	
  of	
  the	
  writing	
  process?	
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Yeah.	
  
Can	
  you	
  tell	
  me	
  what	
  that	
  is?	
  
Umm	
  the	
  first	
  one	
  is	
  pick	
  an	
  event	
  and	
  the	
  second	
  is	
  map	
  it	
  out	
  and	
  the	
  third	
  is	
  write	
  
the	
  draft.	
  Fourth	
  is...	
  
What	
  would	
  you	
  do	
  next?	
  
Start	
  to	
  publish	
  it.	
  
What	
  do	
  you	
  do?	
  
Edit	
  it.	
  
What	
  does	
  that	
  mean?	
  
Fix	
  your	
  punctuation	
  and	
  add	
  details.	
  
Then	
  what	
  would	
  you	
  do?	
  
Make	
  a	
  cover	
  and	
  make	
  a	
  title	
  page	
  and	
  a	
  comments	
  page	
  and	
  you	
  would	
  add	
  some	
  
adjectives	
  and...	
  
Anything	
  else?	
  
I	
  can’t	
  remember	
  anything	
  else.	
  
What	
  does	
  mapping	
  out	
  your	
  story	
  mean?	
  
That	
  means	
  making	
  a	
  map	
  so	
  you	
  know	
  where	
  you’re	
  going	
  in	
  your	
  story.	
  
Why	
  would	
  you	
  do	
  that?	
  
Because	
  you	
  might	
  forget	
  what	
  you’re	
  doing	
  or	
  where	
  you’re	
  going.	
  
So	
  how	
  would	
  mapping	
  it	
  out	
  make	
  a	
  better	
  story?	
  
Umm	
  	
  
How	
  does	
  it	
  help	
  you?	
  
It	
  helps	
  me...	
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Does	
  it	
  help	
  you?	
  
Sort	
  of.	
  
How	
  does	
  it	
  sort	
  of	
  help	
  you?	
  
It	
  helps	
  me	
  know	
  where	
  to	
  go	
  and	
  know	
  what	
  the	
  story’s	
  about	
  so	
  you	
  won’t	
  forget.	
  
Is	
  that	
  important?	
  
Yeah.	
  
Who	
  was	
  your	
  planning	
  partner?	
  
[Name deleted].	
  
How	
  did	
  you	
  pick	
  her?	
  
She’s	
  really	
  smart	
  and	
  she’s	
  a	
  friend	
  and	
  I	
  like	
  to	
  be	
  with	
  her.	
  
How	
  did	
  you	
  like	
  it?	
  
I	
  really	
  liked	
  it.	
  
Do	
  you	
  think	
  having	
  a	
  partner	
  helps	
  you	
  as	
  a	
  writer?	
  
Yeah.	
  
How?	
  
She	
  or	
  he	
  can	
  help	
  you	
  figure	
  out	
  some	
  adjectives	
  that	
  you	
  can	
  write	
  down	
  or	
  help	
  
you	
  publish	
  it.	
  
How	
  do	
  they	
  help	
  you	
  in	
  the	
  planning	
  stage?	
  
They	
  interview	
  you.	
  
How	
  does	
  that	
  help	
  you?	
  So	
  what	
  is	
  good	
  about	
  having	
  [Name deleted]	
  help	
  you	
  plan?	
  
She	
  tells	
  me	
  if	
  I’m	
  done	
  or	
  not	
  if	
  I	
  think	
  I’m	
  done	
  and	
  maybe	
  she	
  adds	
  something.	
  
When	
  you’re	
  planning,	
  do	
  you	
  like	
  to	
  do	
  it	
  alone	
  or	
  with	
  a	
  partner?	
  
Both.	
  

	
  

	
  

235	
  

When	
  would	
  you	
  like	
  it	
  better	
  alone	
  or	
  better	
  with	
  a	
  partner?	
  
When	
  I’m	
  in	
  the	
  mood	
  for	
  it.	
  
Oh	
  so	
  what	
  puts	
  you	
  in	
  the	
  mood?	
  
Writing,	
  when	
  I	
  want	
  to	
  write	
  a	
  story.	
  
So	
  when	
  you’re	
  writing,	
  not	
  when	
  you	
  want	
  to	
  plan?	
  
Sometimes.	
  
If	
  it	
  was	
  a	
  day	
  when	
  we	
  had	
  to	
  plan	
  stories	
  would	
  you	
  rather	
  do	
  it	
  alone	
  or	
  with	
  a	
  
partner?	
  
With	
  a	
  partner?	
  
How	
  come?	
  
She	
  can	
  help	
  you	
  um	
  if	
  they	
  were	
  there	
  they	
  can	
  help	
  you	
  add	
  details	
  if	
  they	
  
remember	
  and	
  you	
  don’t.	
  
Any	
  other	
  way?	
  Anything	
  else?	
  
No.	
  	
  	
  
Excellent.	
  
17 Post
Have you heard of the writing process?
When you’re writing a story you gotta put punctuation and talking marks in and you have
a beginning, middle and end. And you have to have a good ending. You can’t just put
“the end” because that’s not an ending. You really wanna stretch the middle out. You
gotta put talking in not make it just all narrator. When you’re done with that you um
hmmm you edit with your partner I think?
What’s editing?
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You fix up all your spelling or punctuation if you didn’t put it in the right order, your
story, and you help with the ending and revising that’s basically what I just said. Then
you go to Ms. Niesyn to put it on the computer and print it out and make a title page and
color it in. And make a cover.
Can you tell me more about your partner?
You go to your partner because maybe you need help like planning it, you tell them what
you need help on and then they help you what you need.
What does planning mean?
Planning like mapping like 1, 2, 3, beginning, middle and end and you need scene one,
scene 2, and scene 3 and then a closure because if you don’t have scenes 1, 3 and 2 then
you don’t really have a story, it’s all mixed up.
Okay so how does mapping help you write a better story?
Because if you thought you can’t remember everything that happened that day so you
have to look at your map that you make and look at it and see if you write that so you can
put it in.
Does it help you in any other way?
It helps you maybe describe more.
How?
Because if you write the story without looking at it, you might wanna just look at it and
then like add really good detail to those parts.
So it helps you stretch it out?
Yeah.
Who is your planning partner?
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[Name deleted].
How did you choose him?
We were kinda just like the last people.
So you just got him more or less?
Yeah.
Do you like working with him?
Kinda.
What did you like and not like?
I told him stuff but he didn’t really listen to it, he went off doing his own thing.
Do you think the idea of a planning partner helps you write a better story?
Yeah.
Do you like the idea of a different partner?
No I think it would be the same with anyone.
What did you like about it?
Well them like um help you with stuff in your story like words if you don’t know them
and they’ll help you with your scenes.
So what do they do that helps you?
They like help me with words like help spelling and so then I get that done and I can go
back to writing my story.
Do you think the partner helps you create a better story?
Not really.
So it helps you better with words. Would you rather plan with a partner or alone?
Alone.
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Alright is there anything else?
No.
Okay, thank you.
18 Post
Have you ever heard of the writing process?
Yes.
Can you explain it to me?
Well you kind of pick an event and map it out and then write your first draft and make
sure to follow the map, then edit tons of spelling then time to publish.
Alright and so what is mapping it out?
Well I’m not sure but I think it’s where the partner writes all the stuff on your map.
Mhm, so what is a story map?
Well there’s lots of, well first you need to write your name and partner’s name and then
you’re fine.
Then what?
When you did it, where it took place, who was there, and your events.
And why would you do this?
I’m not sure.
Why do you think making a story map helps you write a story?
Well, if you didn’t have a story map and you just had bad memory.
So how can that help you make a better story?
Well I’m not sure.
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So when you’re making your story map, how does it help you when you’re writing your
story?
Well then I would remember all this stuff that I did and that’s it.
Who’s your partner?
[Name deleted].
How did you choose her?
She just chose me first.
And how did you like working with her.
It’s good.
How come?
She’s really nice to me and I just feel like I don’t really want to write a story she just says
okay and she gets another map.
How does that help you write another story?
Well I need to follow the map so I get the story right in order.
And how does she help you in that process?
She writes it down for me. And each door she just does one line.
Besides that, are there other ways a story map with a partner helps you?
Well also she helps me with my writing and also she fixes stuff.
Like what?
Once I forgot how to spell beach and she said write b-e-a-c-h.
Anything else?
No.
Do you think having a partner helps you be a better writer?
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Yes.
If you could choose to plan by yourself or with a partner what would you choose?
Probably a partner.
How come?
Well it’s kinda much better because you know maybe you forget to write just one like on
each door and not all of them because if you write all of them you know too much and
get mixed up with the story that you’ve done in your whole life.
So you partner helps you pick the right amount of stuff?
Yeah.
Anything else you want to add?
No.
Alrighty nice job.
19 Post
Have you heard of the writing process?
Ummm, I don’t really know.
Okay, what are the steps to writing a story?
Well I think of people that can be in the story and well I don’t really know anything else.
What’s the very next step?
Well first I write about the story then I read the words and I put those people in the story.
Oh where do you read those words?
Umm like when I write them down on the paper.
What’s the paper?
When you write the story, that paper.
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Oh story paper. How do you know if you’re done?
I just fix the words that are spelled wrong and everything and write umm I don’t really
know.
If you were explaining the steps to someone, what would you tell them to do first?
Well get a story map and then tell them what story they wanna write about and then what
feeling and then like where was the place that you’re talking about and they tell me, and
then they tell me like who was there then I tell them event 1, 2 and 3.
What do they do once they tell you all this?
Then they start writing the story and then if they got words that are wrong I might help
them.
Can you tell me what a story map is?
Well it’s kinda like writing a story down on it then you follow it and you know what to
write about.
How does that help you?
It helps me because well I forget.
Okay so how did making the story map help you?
I didn’t know really what to do.
So it helps you remember?
Yeah.
Anything else you want to tell me?
No.
How did you choose your planning partner?

	
  

	
  
Well everyone else had a partner so there was only me and [Name deleted] so I got
[Name deleted].
How did you like working with him?
Ummm well, [Name deleted] helps me with words I don’t know how to spell.
How else does he help you?
He helps me think of stories.
Do you think having a partner helps you write better stories?
Mhm.
How?
Well whenever I need help figuring out this word I go over to [Name deleted] and say
“Can you help me figure out this word?”
What else does he help you with?
I don’t really know.
Did it make planning your stories easier?
Yeah.
How?
Well he’s really good at spelling words and helping me.
What else?
I don’t know.
How did it help you plan your story?
I don’t really know.
Did you enjoy it?
Yes.
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Would you rather work with a partner or without?
With.
20 Post
Have you heard of the writing process?
Yes.
Can you explain it to me?
No.
Okay so what are the steps to writing a story?
First you make a map of your story then you make your first draft. Fix it up
How do you fix it up?
Edit it.
What does that mean?
I don’t really know.
Well what do you do?
I would add more words and details and make the words make more sense.
Are there any other steps?
No. Then what do you do?
Publish.
How?
You make a cover and you make a compliments page for, and about the author and title
page. Then you make the cover and then you sew the book together.
What does mapping it out mean?
So um that if I forget what I’m writing about I would just look out the map.
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How does it help you write a better story?
Well it helps you like um remember it and parts of it and remember what happened.
Does it help you? Do you like to write with or without a map?
With a map.
Who was your planning partner?
[Name deleted].
How did you choose him?
I chose him because well he, I couldn’t find someone so um...
Did you choose him?
I chose him. Well I guess I saw him and thought he was gonna be a good partner.
How?
I don’t know.
Did you like working with him?
He was a good planning partner.
Why?
He asked me lots of questions and wrote everything down.
How did that help you write a better story?
I don’t know.
Is there anything he did that helped you?
We did partner um helping and he helped me figure out like the story because in a bunch
of these he was there. Because he was in my boyscout troop.
So he helped you remember details?
Yes.
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Would you have been able to remember them without him?
No.
Do you prefer planning with a partner or alone?
With a partner.
Anything else?
No.
21 Post
Have you heard of the writing process?
No.
Can you tell me the steps to writing a story?
Write a couple pages
Of what?
Of the book.
First, how does an author get an idea for a story? What do you do first?
You just have to remember something when you done and you want to write a story
about that.
What’s next? What would be the very next step?
Write you story.
How do you know when your story’s finished? Hmm? So you picked an event, and you
started writing, how do you know when you’re finished?
You have to remember everything you have done if you want to finish your story.
Are there any more steps? Do you have an idea?
No.
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How did you choose your planning partner? Who is your partner?
[Name deleted].
How did you choose him?
Because I get distracted by other people.
How did you like working with him?
Good.
Did it help you?
Yeah.
How?
Because I thought the story… hmm
You thought what?
The story would have a lot of talking and I knew I was gonna do about like 4 or 5 pages
but I did 3 pages in the book.
How did [Name deleted] help you?
Well he helped me with what’s the fish’s name.
So he helped you remember details?
Yeah.
Would you rather plan with a partner or by yourself?
With a partner.
Why? What do you like about having a planning partner?
I don’t know.
Anything else?
No.

	
  

	
  

247	
  

22 Post
Have you heard of the writing process?
Yeah.
Can you explain it to me?
Well it’s hard to remember. Okay umm…
What are the steps to writing a story? What do you do first? What’s the first thing you do
to write a story?
Write it down.
Then what? What’s the next step? How do you know what you want to write?
Because you wrote- you started writing it and...
So if you were writing a story, where do you get your ideas?
From my mind.
Then what do you do with them?
Write it down.
Then what’s the next step? Is that the whole process?
Yeah.
Okay is there anything else you know?
No.
How did you choose your planning partner?
Well I didn’t like first um I thought me, [Name deleted], [Name deleted], and [Name
deleted] were um [Name deleted] said I should be with [Name deleted] and I said I think
I should do it with [Name deleted] because I’ve never played with [Name deleted] and
never played with [Name deleted] and I just choosed [Name deleted].
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And how did you like working with her?
Good.
Do you think working with her helped you with your writing?
Yeah.
How?
Well, she gave me ideas about my story she said, “Have you ever had a dog that died?”
I’ve never had a dog that died because I’ve only had one dog. And she gives me ideas
and I just found one out about the first day of second grade.
So does it help you as a writer?
Yeah.
Would you rather plan by yourself or with a partner?
With a partner.
Alright.
23	
  Post	
  	
  
Have	
  you	
  heard	
  of	
  the	
  writing	
  process?	
  
Yes.	
  
Can	
  you	
  tell	
  me	
  what	
  it	
  is?	
  
Well	
  it’s	
  the	
  process	
  of	
  how	
  you	
  write.	
  It’s	
  like	
  how	
  you	
  plan	
  it	
  out.	
  
What	
  else?	
  
It’s	
  how	
  you	
  like	
  the	
  plan	
  has	
  to	
  involve	
  with	
  the	
  writing	
  how	
  you	
  do	
  it.	
  
Can	
  you	
  tell	
  me	
  the	
  steps?	
  
Well	
  the	
  map	
  is	
  the	
  first	
  step	
  to	
  make.	
  You	
  have	
  to	
  plan	
  it	
  out.	
  
How	
  come?	
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If	
  you	
  don’t	
  you	
  might	
  get	
  lost	
  in	
  your	
  story	
  and	
  write	
  a	
  new	
  one.	
  You	
  might	
  change	
  
the	
  feeling	
  or	
  something	
  so	
  if	
  you	
  don’t	
  make	
  the	
  map	
  you	
  might	
  forget	
  what	
  you’re	
  
planning	
  out.	
  The	
  next	
  step	
  is	
  to	
  write	
  it	
  out	
  and	
  every	
  once	
  and	
  a	
  while	
  look	
  at	
  the	
  
map.	
  
Why?	
  
Like	
  I	
  said	
  before	
  so	
  you	
  don’t	
  forget	
  because	
  your	
  map	
  has	
  everything	
  on	
  it	
  that	
  you	
  
really	
  need.	
  
What’s	
  next?	
  
The	
  next	
  step	
  is	
  like	
  when	
  you’re	
  finished	
  you	
  publish	
  it.	
  	
  
How	
  do	
  you	
  do	
  that?	
  
You	
  can	
  put	
  it	
  in	
  the	
  computer	
  or	
  get	
  a	
  sharpie	
  and	
  write	
  over	
  it.	
  
Any	
  other	
  steps?	
  
Well	
  I	
  don’t	
  think	
  really.	
  
So	
  how	
  does	
  mapping	
  make	
  your	
  story	
  better?	
  
I	
  think	
  so	
  you	
  don’t	
  mess	
  up	
  and	
  you’ll	
  just	
  like	
  plan	
  a	
  really	
  good	
  story	
  and	
  if	
  you	
  
don’t	
  mess	
  up	
  it’ll	
  look	
  great.	
  
How	
  did	
  you	
  choose	
  your	
  planning	
  partner?	
  
I	
  thought	
  if	
  we	
  are	
  on	
  the	
  same	
  step	
  we	
  could	
  figure	
  it	
  out	
  well.	
  
Who	
  did	
  you	
  choose?	
  
[Name deleted].	
  
What	
  do	
  you	
  mean	
  you	
  are	
  on	
  the	
  same	
  step?	
  
Well	
  I	
  heard	
  that	
  his	
  stories	
  are	
  a	
  lot	
  like	
  mine,	
  they	
  have	
  the	
  same	
  details.	
  So	
  if	
  we	
  
might	
  think	
  alike.	
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How	
  did	
  you	
  like	
  working	
  with	
  him?	
  
It	
  went	
  well.	
  
Do	
  you	
  think	
  it	
  helps	
  you	
  write	
  better	
  stories?	
  
Yeah.	
  
How?	
  
Well	
  if	
  you	
  pick	
  a	
  really	
  good	
  planning	
  partner	
  that	
  fits	
  with	
  you	
  then	
  it	
  might	
  the	
  
same	
  minds	
  think	
  alike.	
  	
  
So	
  what	
  did	
  you	
  do	
  to	
  together	
  to	
  help	
  you?	
  
Well	
  we	
  find	
  out	
  well	
  he	
  asked	
  me	
  really	
  great	
  questions	
  that	
  he	
  made	
  up.	
  
How	
  did	
  that	
  help	
  you?	
  
It	
  helped	
  me	
  think	
  of	
  details	
  and	
  stuff.	
  
Did	
  you	
  put	
  those	
  details	
  into	
  your	
  story?	
  
Yeah.	
  
Would	
  you	
  rather	
  work	
  alone	
  or	
  with	
  a	
  partner?	
  
I	
  bet	
  planning	
  with	
  a	
  partner	
  will	
  help	
  a	
  lot	
  more.	
  
What	
  do	
  you	
  prefer?	
  
Planning	
  with	
  a	
  partner.	
  
Are	
  there	
  any	
  other	
  things	
  you	
  like	
  about	
  working	
  with	
  a	
  partner?	
  
	
  Well	
  he	
  helps	
  you	
  a	
  lot.	
  
Are	
  there	
  other	
  ways	
  he	
  helps	
  you?	
  
Yeah	
  being	
  a	
  good	
  friend	
  and	
  stuff	
  like	
  that.	
  
So	
  he	
  makes	
  you	
  feel	
  good?	
  
Yeah.	
  

	
  

	
  
Is	
  that	
  important	
  to	
  writing	
  a	
  good	
  story?	
  
Yeah.	
  
Anything	
  else?	
  
No.	
  
Great!	
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TRANSCRIPTIONS OF AUTHOR’S CHAIR
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Author’s Chair Video #1 Summary of Student Generated Questions/Responses
November 4, 2010
Author #1 Request: I need some help planning the events for my story (Author had story
map partially completed. Shared map.)
S1: Pretend you are naming three chapters in your story, what would be a good name for
event number one, event number two, and event number three. Basically what did you do
first?
S: Did you get popcorn? Maybe you could call the first event Getting Treats
S2: You could call it Getting Popcorn
S3: Maybe you could call event number one Going to the Theater and you could describe
what it looks like inside the theater.
S4: What movie did you see?
S5: Maybe you could call it Christmas Carol for event number one.
S6: I think you should name event number two Watching Christmas Carol
S7: Did you watch the movie in chapter two? You could name it watching the movie
S8: You could name chapter two Starting the Movie.
Teacher: I think time to plan the third event. The first event is arriving at the movie
theater, the second event is the actual movie, and what is your third event?
S1: You can have event number three be you talking to your dad about the movie
S2: You can call it Leaving the Movie Theater
S3: You can call it Thanking Your Dad
Teacher: We need to spend time interviewing her with our questions and help her develop
details for her story?
S1: What does it small like in the theater?
S2: Where were you sitting?
S3: What size popcorn did you get?
S3: What size did you get and what size did your dad get?
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S4: Which movie theater was it? What is it called? Where was it?
S5: Um like were you in the top or the middle of the seats?
Teacher: If she doesn’t remember the details how can she get the answers to your
questions?
Several Students: She could do research.
Teacher: That’s right, She could interview her father and ask him what he remembers.
Author #2 Request: I need what, where, when, who, and three events.
(Author had a blank story map.)
Teacher: Do you have a strong emotion that has a story attached to it? Tell us about it and
we will interview you.
(Author orally shared a personal event from his life.)
S1: Where in Tahoe was the beach? Do you know what the beach was called?
S2: How long, how wide was the beach?
S3: How did you make the boat?
S4: Where did you find the driftwood?
S5: Did you add anything to the driftwood boat?
S6: How did you make the sail stick to the boat?
S7: How long was the walk to the beach?
S8: Were you mad when the family threw rocks at your boat?
S9: When did you do this event? Like what year? What month?
S10: Who was there with you?
S11: What else did you do at the beach?
S12: How old were you?
S13: Were there any big rocks to jump off of into the water?

	
  

	
  

255	
  

Teacher: What do you need from your audience?
Author: I need help coming up with my three events.
Teacher: Do we all understand, he needs help turning all this into three separate events.
S1: Number two could be Building the Boat.
S2: Number one could be Arriving at the Beach.
S3: How about Building the Boat, Breaking the Boat, and Building It Again
S4: Maybe you do an event called Going Swimming.
Teacher: What have you decided for each event?
Author: Event one Arriving, event two Swimming, event three could be Leaving.
Teacher: But you have left out the most important part of the story.
Author: Oh yeah, building the boat. So event one could be Arriving, event two
Swimming, event three Build the Boat, and the closure could be leavin.g
Teacher: Great
Author’s Chair Video #2 Summary of Student Generated Questions/Responses
November 29, 2010
Author #1 Request: I want compliments for my story.
(Author shared story map and story.)
S1: I like how you used a lot of talking in your story.
S2: I really like how you read and stopped at the periods.
S3: Instead of naming every person who said goodbye you could just say ‘everyone said
goodbye’
S4: I like how you said the mom and dad’s actual names.
S5: I like how you describe things with lots of detail. Like you said Way Point is a big
restaurant. Then you used half of the first scene to describe Way Point like we were
actually there.
S6: Why couldn’t you fall asleep?
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S7: I really liked how neat you handwriting is and all your punctuation.
Author #2 Request: I want compliments.
(Author shared story map and story.)
S1: I like how you describe your hamster and the cage.
S2: What color was your hamster?
S3: I like how you mentioned the animal cuz then we know what animal it is.
S4: I like how you described the present with the red wrapping paper, then we could
really picture it.
S5: I like when you said, “I couldn’t believe my eyes!”
S6: I like how you put lots of detail in your story.
S7: I like your writing.
S8: I like how you used lots of talking.
S9: I like how you said that you went back to your room and there was another present
there.
S10: How come in your story map you put you grandma and grandpa on your story map
but they are not in your story?
Teacher: That is interesting. What can we learn from that? What can we learn about story
maps and stories? Please put your story map back up on the screen.
S1: Everybody needs to talk.
S2: You really have to follow your story map and include everyone in your story.
S3: You have to do what you said on the story map cuz if you don’t it won’t make sense.
S4: You have to follow what you said on your story map. If you don’t your story won’t
make sense. You can’t just leave stuff out.
S5: You have to make sure that you add every event that you put on your plan in your
story.
Teacher: Good advice. Let’s check and make sure she did that. (Author projected plan
and story.)
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S1: You should have included finding the present in your bedroom in scene number one.
It would make more sense. Try to put a name of a chapter or scene.
Teacher: Which event is the most important, which one shows her intense feeling?
Several Kids: Getting the hamster.
Teacher: So if you are going to revise this story, the part to add more details to is the
scene in which you get the hamster. That is the key scene within the story.
Author’s Chair Video #3 Summary of Student Generated Questions/Responses
December 14, 2010
	
  
Author #1 Request: I want help on my story.	
  
(Author	
  shared	
  story	
  map	
  and	
  partially	
  completed	
  story.)	
  
	
  
S1:	
  What	
  do	
  you	
  want	
  us	
  to	
  help	
  you	
  with?	
  I	
  mean	
  what	
  happens	
  next	
  in	
  your	
  story?	
  
We	
  can’t	
  just	
  give	
  you	
  random	
  advice.	
  Please	
  tell	
  us	
  what	
  happened	
  next	
  and	
  we	
  can	
  
ask	
  you	
  questions?	
  
	
  
S2:	
  Where	
  exactly	
  are	
  you?	
  Are	
  you	
  at	
  your	
  grandma’s	
  house	
  or	
  at	
  a	
  hotel?	
  
	
  
S3:	
  What	
  is	
  your	
  mom	
  and	
  your	
  brothers’	
  names?	
  You	
  should	
  probably	
  include	
  their	
  
names	
  so	
  the	
  reader	
  knows	
  who	
  they	
  are.	
  
	
  
S4:	
  What	
  did	
  you	
  watch	
  on	
  TV	
  at	
  the	
  hotel?	
  
	
  
S5:	
  You	
  didn’t	
  put	
  your	
  grandma	
  in	
  your	
  story	
  map	
  even	
  though	
  she	
  talks	
  in	
  the	
  
story.	
  
	
  
(Author	
  projected	
  map	
  and	
  story	
  and	
  students	
  compared.)	
  
	
  
S6:	
  You	
  should	
  describe	
  the	
  hotel.	
  Like	
  you	
  should	
  say	
  we	
  had	
  a	
  window	
  and	
  a	
  
balcony.	
  
	
  
S7:	
  On	
  the	
  second	
  page	
  you	
  put	
  a	
  period	
  and	
  then	
  wrote	
  ‘and	
  then’—I	
  don’t	
  think	
  it	
  
is	
  supposed	
  to	
  be	
  a	
  period	
  there.	
  
	
  
S8:	
  At	
  your	
  grandma’s	
  house,	
  what	
  does	
  your	
  bedroom	
  look	
  like?	
  
	
  
S9:	
  Did	
  you	
  go	
  back	
  to	
  the	
  motel	
  after	
  your	
  grandma’s	
  house?	
  
	
  
S10:	
  What	
  did	
  you	
  do	
  during	
  the	
  three	
  days	
  at	
  your	
  grandma’s	
  house?	
  Were	
  there	
  
any	
  special	
  events?	
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Teacher:	
  Good	
  Job	
  
	
  
Author #2 Request: I want ideas to make a new story.	
  
(Author	
  had	
  a	
  blank	
  story	
  map	
  projected.)	
  
	
  
S1:	
  You	
  want	
  to	
  help	
  you	
  fill	
  out	
  a	
  story	
  map?	
  
	
  
S2:	
  What	
  main	
  event	
  do	
  you	
  want	
  to	
  write	
  about?	
  What	
  were	
  you	
  feeling?	
  
	
  
S3:	
  What	
  do	
  you	
  want	
  to	
  be	
  your	
  event	
  number	
  one,	
  number	
  two	
  and	
  number	
  three?	
  
	
  
S4:	
  Who	
  was	
  there?	
  
	
  
S5:	
  When	
  did	
  you	
  do	
  this	
  event?	
  Was	
  it	
  a	
  special	
  time	
  of	
  the	
  year?	
  
	
  
S6:	
  Why	
  do	
  you	
  want	
  to	
  write	
  about	
  this	
  event?	
  
	
  
S7:	
  How	
  long	
  was	
  this	
  event?	
  What	
  did	
  the	
  place	
  look	
  like?	
  	
  
	
  
S8:	
  Tell	
  me	
  about	
  each	
  person?	
  
	
  
S9:	
  When	
  did	
  you	
  do	
  this	
  event?	
  	
  
	
  
S10:	
  Tell	
  us	
  more	
  about	
  the	
  event	
  
	
  
Teacher:	
  Can	
  you	
  tell	
  us	
  the	
  three	
  events	
  that	
  you	
  are	
  choosing	
  for	
  your	
  story?	
  
	
  
Author:	
  Um,	
  number	
  one	
  is	
  eating	
  candy	
  on	
  the	
  bed,	
  number	
  two	
  is	
  going	
  to	
  the	
  
water	
  slide,	
  and	
  number	
  three	
  is	
  leaving	
  Carlsbad.	
  
	
  
Teacher:	
  Do	
  you	
  have	
  your	
  story	
  now?	
  
	
  
Author:	
  Yes.	
  
	
  
Teacher:	
  Great.	
  
	
  
	
  
	
  

	
  

